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SUMMARY
This is a study of Rushel Secondary Modem School, an Educational 
Priority school, set in a context which has traditionally been labelled 
as a disadvantaging environment. Of the 351 Rushel schoolgirls that 
took part in the study, one third were immigrants, 69% were socially 
deprived and only three had left their primary school with a recorded 
verbal reasoning ability that was assessed in the upper quartile of the 
range.
The research at Rushel school was sociological and set within the 
framework of organizational theory. The perspective adopted involved a 
synthesis of approaches. Rushel school was analysed on the wider 
Lfit^^tural level of the disadvantaging environment, at the institutional 
level of interpersonal relationships and organizational realities, and 
finally as an arena in which the pupil actors were able to negotiate 
and redefine their identities.
The methods adopted in the research were exploratory in nature.
Bata dredging was used to identify a document that was defined in 
ethnomethodological terms. Although statistical routines were used, 
particularly factor analysis, these quantitative techniques were 
grounded in participant observation. Triangulation and theoretical 
sampling were important aspects of the methodology.
The substantive findings involved the identification of a set of 
career patterns within which school became meaningful to particular 
pupils. Teacher expectations of bad pupils was central to.the first 
career pattern. Pupils embarking on this career line were seen as 
morally blameworthy and lacking in effort rather than in ability. They 
were hostile to school and they had negative conceptions of themselves. 
Career pattern two centr on the culture of the peer group world. Two 
types of career were available in this context - one that was pro 
school in orientation and one that was delinquescent. The pro school 
career was peopled by conventionally popular girls - however these 
girls had markedly worse self concepts than girls who gained their 
esteem in the pupil subculture that devalued school and school matters* 
The last career pattern centred around the traditionally disadvantaged 
child. This child, receiving the full support of a school system that was 
geared to compensatory education and positive discrimination responded by 
being the best adjusted pupil in school both in terms of attitudes to 
school and schoolwork and attitudes to herself.
PUPIL CAREERS IN THE CONTEXT OP A DISADVANTAGING ENVIRONMENT
preface:
The thesis presented in the following pages set out to achieve three 
main objectives. These objectives concern theoretical issues, 
methodological issues and substantive issues.
1. THEORY
The theoretical objective of this study involved the synthesis 
of several types of approach to the study of organizations. An 
organization exists on different levels of reality and therefore to be 
studied needs different levels of analysis. Yet these levels of 
reality impinge on each other and merge together in the experiences 
of the participants. The essence of an organization becomes public 
only when viewed as a multi dimensional object. In this sense the only 
adequate sociological explanation is one that is based on theoretical 
triangulation.
In the study of Rushel School, different levels of organizational 
analysis were used in order to demonstrate the range of the sociologists 
vision and also to reject the notion that different sociological perspectives 
are necessarily either competing or antithetical. Rushel school was 
seen to exist on three different levels. It existed in the wider 
structural context of the disadvantaging environment in which 
certain reified relationships between people and ideas can be seen to 
give rise to such constraining notions as poverty, social disorganization, 
the urban ghetto and ineducability. It existed as a context of 
relationships that structured the immediate experience of the girls 
who became its clients by allocating them to groups, reconstructing 
their past experiences in case history form, and confronting them 
with the expectations of both their teachers and their peers. It also 
existed as an arena in which it was possible for all the pupil actors 
to negotiate their own positions and to redefine their identities in 
terms that were appropriate to the situation at hand.
2. METHOD
The Rushel school study was based on the methodological technique 
of exploratory research. At the beginning of the research the intention;
to impose as little structure as possible on the data was quite 
clear. It was hoped that the 1 theory* would emerge out of the data 
itself. There was of course an initial focus of interest. This focus 
of interest centred on the disadvantaging environment, the school 
as an organization, and on children who failed. However, the concepts 
of disadvantage, organization and failure were seen to be problematic. 
They provided the focus for the research but did not tempt the 
researcher to seek any answers in the conventional definitions.
Generating a theory from the data without imposing a structure 
gave rise to the apparently impossible task of deciding where to start. 
A solution was found in data dredging. This is the method of collecting 
every piece of data that presents itself. It is obviously a 
highly fallable method as it involves decisions about what constitutes 
data and what does not. Once the data was collected it was intended 
that it should be used as an *ethnomethodological* document. This 
meant that the apparent structures It gave rise to were tested against 
the rest of the data and continuously reinterpreted. The emerging 
theory was at all times seento be tentative, and greater familiarity 
with the data and its structures enabled the continuous modification 
of this theory until a satisfactory outcome was arrived at. 
•Satisfaction* was defined in terms of the way that the explanations 
were seen to *fit* the situation as it was subjectively meaningful 
to the researcher in her role as participant observer.
A second methodological objective was to demonstrate that 
mathematical techniques are useful in discovering * structures* in 
ethnomethodologicai documents. The data dredge provided a document that 
was large enough to allow quantification. It was a limited document in 
the sense that it represented Rushel school at a particular moment 
in time rather than as an ongoing process. The ongoing process that 
was seen to be important was the interpretive process of making sense 
of that moment in time. The mathematical technique chosen was that 
of factor analysis. This teohnique is particularly useful in 
identifying pattern in data. It is an objective technique in 
that it cannot itself make sense of the pattern. The patterns that 
appear are dependent on the researcher!s initial identifications of the 
data and the researcher* s interpretations of the patterning. They may 
also be spurious. This spuriousness is a safeguard against reification
of the statistics just as the principle of 'rotation* is another 
safeguard. The technique of factor analysis emphasised the researchers's 
ability to manipulate the data rather than be manipulated by it. This ' 
method of identifying configurations in the statistics in no way 
negated the notion of 'phenomenal man* as * the matrix of human 
experience*.
3. SUBSTANCE
* Career* was chosen as the central concept in the analysis because 
it incorporated theoretical links between the various levels of 
organizational reality examined. Ppuils* school careers were analysed 
in terms, of the inter-relationship of a) constraints imposed by the 
disadvantaging environment and b) the negotiated reality of the school 
world. The objective aspects of career selected were in terms of 1) 
pupils* placement in school, 2) institutional case histories, 3) teachers* 
expectations of pupils and 4) peer group expectations. The subjective 
aspects of career chosen were 5) pupils' self concepts and 6) pupils* 
orientations to school. The main substantive objective of the project 
was to clarify the relationship between the constraints of a particular 
social location as they were reflected in organizational structure and 
the patterned responses that pupils made to these constraints. More 
specific hypotheses emerged as the research progressed. The table at 
the end of this preface sets out the final logic of the study and 
identifies particular hypotheses within the overall structure.
4. POLEMIC
The major outcome of the research was the discovery of a pattern 
of school careers that structured the school reality of Rushel giftls.
This pattern of careers provided for a variety of individual responses 
that the pupils could make within the apparently homogeneous context 
of the disadvantaging environment.
Pirst there was that career which centred on the teachers * 
definitions of good and bad pupils. This career pattern was most 
clearly represented in teachers* perceptions of their pupils but it 
was also supported by the pupils' own views of each other and by 
the evidence in the school records. Bad pupils were in a categoiy of 
pupil on which there was a great deal of consensus. The school career 
of bad pupils was coloured by moral blameworthiness. Their records of
misdemeanour were supported by judgements made by both their teachers 
and their peers about their poor behaviour and lack of effort. Bad 
pupils appeared to respond to teachers* negative expectations of them 
but these expectations of the teachers were not related to either 
social, intellectual or ethnic disadvantage. These bad girls were 
perceived as morally inadequate rather than environmentally deprived.
Bad pupils tended to belong to the C stream and this organizational 
placement provided one of the keys to understanding their career 
pattern. Although these girls were not lacking in ability, or marked by 
intellectual stigma, they produced little work effort. The recognition 
that they were performing below their capabilities reflected badly on 
the teachers' own role, explaining some of her hostility towards them.
C stream membership added to their poor self images and coupled with 
the teachers' negative expectations of them, triggered off disruptive 
behaviour. The typical response of such children to their situation 
was to devalue the basic values of schooling - and this was reflected in 
their poor school adjustment. In this career pattern, teachers' 
expectations produced the halo role of the bad pupil to which pupils 
responded with poor school adjustment and negative images of themselves.
The second most important context for pupil careers was found 
in the world of peer group relationships. For the majority of children 
at Bushel, the peer group and inter-personal relationships were seen as 
the major foci of school life. Peer group subculture formed around two 
polar spheres similar to those described by Hargreaves and Lacey in 
their studies of schools. The strongest data on this aspect of pupil 
careers came from the sociometric study and from the. pupils* own 
responses to the sentence completion test - but the data was 
supported by the teachers* perceptions and by recorded material.
The pro-school subculture was described in the conventional terms 
of good behaviour, high achievement and popularity. The latter feature 
was assessed, from choices made by other pupils of girls as ideal 
persons. Popular girls also provided an element of leadership, but the 
pro school group were negatively correlated with the other group of 
girls providing leadership,those with high alternative authority.
Popular girls tended to be seen by teachers as good pupils, though 
they were not markedly well adjusted to school. What was of particular 
interest was that in this career pattern, the popular girls appeared to 
have poor self images. The alternative authority subculture was
described in terms of antagonism to school, particularly to teachers, lack 
of effort though not necessarily lack of ability, and continuously 
disruptive behaviour. Girls involved in this pattern showed poor 
adjustment to school but this hostile orientation to school was 
coupled with strong positive self images. In the context of the 
disadvantaging environment girls involved in a pro-school subculture, 
conforming to the, conventional requirements of school, had poorer 
self concepts than girls who provided alternative direction to that 
of school and school personnel. One explanation for this can be found 
in the nature of Rushel school and its environment. A realistic appraisal 
of their situation, in terms of the norms of the wider society, would 
have indicated to successful Rushel schoolgirls that they had little 
opportunity of advancement when competing with others from outside the 
disadvantaging environment. Girls who rejected school values and their 
emphasis on school achievement, and who found status within a group 
that devalued school, would not have found their wider situation such a 
deterrent to a positive view of themselves.
The final factor influencing pupil careers at Rushel was the ethos 
of Rushel school itself and the way that this was reflected in the 
expectations of teachers concerning their pupils. At Rushel, the realities 
of the disadvantaging environment were filtered to the girls through 
the philosophy of compensatory education. This philosophy was most 
influential in structuring the experiences of certain girls, particularly 
the ethnically different, the intellectually inferior and the socially 
inadequate. The career pattern that developed for these girls reflected 
strong teacher support, positive evaluation of the self on the part of 
the pupils, and a favourable orientation to school. Their polar opposites 
in the same career pattern, girls who were less obviously disadvantaged 
in the conventional sense and did not receive the strong teacher support 
given to the more disadvantaged, had poorer self images and were considerably 
more hostile to school. Apparently compensatory education and positive 
discrimination at Rushel was successful in making school more meaningful 
for pertain dig edv&nt aged children. Unfortunately its cost appeared 
to be that of the alienation of the relatively less disadvantaged.
This brief introduction has touched upon some of the main 
considerations of the report as a whole, but its summary nature has made 
it impossible to do justice to the complexity of some of these issues*.
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PART ONE
THE FRAMEWORK OF THE RESEARCH
PART ONE
THE FRAMEWORK OF THE RESEARCH
Part one of this study sets the stage for the (empirical report 
that begins in part two. The first chapter is concerned with defining 
the bibliographical framework within which the research took place#
It begins with a review of the literature on disadvantaged children 
and looks critically at conventional sociological explanations of 
educational failure. The conceptual framework of the project is 
outlined in the third section of the chapter. This is seen to lean 
heavily on the work of Goff man, particularly on the concept career 
as he has developed it, but also on his unique approach to organizational 
research. The final part of the chapter gives a brief review of the 
substantive issues raised in the study as a whole.
Chapter two describes the particular disadvantaging environment 
within which the study takes place. First the immediate environment 
of Rushel school is described and then the main features of 
Rusheltown and the London Borough of which it is a part. As an 
educationally disadvantaging environment it is necessary to look 
at the Rusheltown environment both in terms of its designation as a 
priority area and from the perspective of the ILEA in whose jurisdiction 
the school belonged. In the final section, Rushel school itself is 
considered and its history sketched from its emergence as a London 
Board School in the 1890fs, through elementary school status and 
life as a secondary modem following the 1944 act, until it lost 
both its old location and its old identity and became one of the 
bright new concrete and glass comprehensives of the 1970*s.
The final chapter in part one sets out the theoretical and 
methodological context of the research. It describes the project as 
an attempt to synthesise the competing theoretical and methodological 
perspectives that are often seen as embedded in fundamentally 
different paradigms. The approach to this problem in the latter 
part of the ohapter is from the purely practical standpoint of 
considering the actual data collecting techniques, statistical 
routines and types of analysis used in the research.
CHAPTER 1, THE DISADVANTAGED CHILD,
1.INTRODUCTION,
School achievement, that is the success or failure of children
in school, has always been the central concern of the sociology of education*
>
Looking at that disciplines development, it can be seen clearly that 
this concern has not always been conceived in the same way. Michael 
Young (1971) in his introduction to Knowledge and Control , outlines 
three stages in this development. From concern with equality of 
opportunity, both in terms of access and the more invidious socio­
cultural oppress ants, through organizational studies of educational 
institutions, the sociology of education has evolved towards its 
present focus on knowledge and the curriculum.
The notion of educational disadvantage is generally found 
alongside the notion of school failure. In most sociological research 
school failure is seen as being caused by educational disadvantage, 
though definition of the latter has changed alongside the three 
central issues documented above. Educational disadvantage has 
thus been seen as a cultural location factor, as an organizational 
contingency or as the result of particular definitions of social reality.
2. APPROACHES TO THE PROBLEM
(a) Educational disadvantage as a social location problem
Few educational sociologists would doubt the massive amount 
of evidence that exists to demonstrate the link between social 
location and educational achievement. What is frequently doubted, however, 
is the causal explanation that has traditionally been ascribed to this 
link. In the earliest literature on educational disadvantage, 
disadvantage was seen to constitute a wedge or block between the 
individual pupil and the attainment of educational goals. The nature 
of this block was specified by various significant others who were 
seen to possess information relevant to the definitions being made 
(i.e. the teachers). The wedge was seen as extrinsic to the educational 
context in which' the disadvantaged were assessed (i.e. the school).
The seminal piece of American literature on the problem of 
disadvantaged children was Reissman*s definitive book on The
Culturally Deprived Child (Reissman, 1962). The assumptions behind this 
book were made explicit by the research conference that met in 1964 
to consider education and cultural deprivation. In its frames of 
reference the conference set out to:
"Review what is already known about the problems of
education and cultural deprivation to formulate
and document a series of generalizations about 
education and cultural deprivation....to indicate 
some of the implications of this knowledge for the 
work of schools...” (Bloom et al, 1965)*
The participants at the conference included people whose names were 
later to become highly significant in relation to the problem of the 
disadvantaged child. Names such as Deutsch, Erikson, Getzels, Gottlieb, 
Jensen and representing the UK, Bernstein.
The picture of educational disadvantage that emerged from these
discussions located the causes of educational disadvantage mainly in the
home (though reference was made to features of the school system itself). 
Disadvantage was thus related to the threefold criteria of poverty, 
cultural deprivation and school organization* The inadequacy of home life 
however, overshadowed other factors:
"The size of the family, the concern of the parents 
with basic necessities of life, the low level of 
educational development of parents, the frequent 
absence of the male parent, and the lack of a great 
deal of interaction between children and adults 
all conspire to reduce the stimulation, language 
development and intellectual development of such 
children..." (Bloom et al, 1965* p20).
The reports recommendation that schools must adapt in order to cater
for these particular children did not draw attention away from the
emphasis placed on the pupil*s home background as causal in an
explanation of educational failure. In fact the notion of compensatory
education can be seen as emerging in response to the educational needs
that the schools had to cater for. From this it could be argued that
educational disadvantage came from factors outside the school, factors
that the schools could compensate for given the necessary funds and
resources. The notion of compensatory education can thus be seen to
be responsible for a shift of interest within the sociology of education
itself, in which concern with access to selective secondary education or
with the school’s retention of pupils gave way to concern with the
performance of certain children. • '
Interest in educational disadvantage in the United Kingdom 
lagged behind the American development. Interest in educational 
disadvantage as a social location problem can certainly be detected as 
early as 1963 in the Newso^ report (Central advisory council for 
education, 1963) and had its antecedents in the even earlier work 
that linked social class with lack of. educational opportunity.
Its clearest development can be seen in the major education reports 
that followed on the Newsom report, in the working papers of the 
school*s council and in certain long i tudinal studies such as 
that of the National Child Development Bureau. Three of these studies 
have been selected to illustrate the main features of the particular 
conception of educational disadvantage being dealt with in this section. 
A considerable amount of other, small scale research has gone on in 
this area and social location explanations of educational disadvantage 
are still fairly common today.
(i) The Newsom report
In its terms of reference the Newsom report set out to consider: 
"the education between the ages of 13 and 16 of pupils of average and 
less than average ability" (pxv). These pupils, it was argued"constitute 
approximately half the pupils of our secondary schools" and "they will 
eventually become half the citizens of this country, half the workers, 
half the mothers and fathers and half the consumers." (pxiii)
Two of the principle recommendations of the report dealt specifically 
with problems associated with social disadvantage. Thus the second 
recommendation called for "a programme of research in teaching 
techniques, designed particularly to help pupils whose abilities are 
artificially depressed by environmental and linguistic handicaps", 
while the third recommendation suggested that "an independent working 
party should be set up to deal with general social problems, including 
education, in slum areas" (pxvi). Both these recommendations were 
geared to information from the Crowther report (Central advisory 
council for education, 1959) which was used to illustrate that that 
quarter of the secondary modem school population receiving the lowest 
scores on the reading test and having the lowest ability also shared 
other pathological social attributes. Robinson was the label given as 
a shorthand to this particular set of statistical averages.
The statistical pattern that was labelled Robinson could well 
be taken as the stereotype of the disadvantaged pupil. He was short
for his age and rather light in weight. He was working class and most 
likely to have a father in the semi skilled or unskilled categories 
rather than in the skilled group. One in four boys like him were likely 
to come from really large families where there were six or more 
children.One in twelve were poor enough to qualify for free school 
dinners. More Robinsons were to be found in problem areas than other 
boys. In schools in the worst slum areas more than one third of the 
boys were Robinson boys. Robinson was likely to leave school as soon 
as he could and only one in ten of those who had the opportunity took 
any public examination. One in ten of these boys were considered especially 
difficult in school, half the Robinsons were likely to refuse to wear
school uniform, one fifth failed to do homework that was set, one in
six played truant and on average they lost three weeks of school 
through absence in the third year.
The Newsom report made its findings more substantive by using 
case studies to illustrate the plight of these boys. These case studies 
illustrated the wide variety of individual and environmental factors 
that made up the social location of the disadvantaged child. The child 
became the possessor of certain physical attributes, certain mental, 
emotional and moral capacities, and was identified as coming from a 
particular social environment which was seen as uniquely influencing 
his development.
(ii) The Plowden report
Although problems of deprivation and disadvantage were considered 
in the Newsom report, it was not until the Plowden report of
1969 that this discussion was put on the footing of scientific
investigation necessary to produce sound research and information.
In arguing that positive discrimination must be used to deal with the 
problem of deprivation, the Plowden report was forced to suggest 
-criteria by which deprivation could be identified (Central advisory 
council for education, 196^) • Its aim was to identify "those places 
where educational handicaps are reinforced by social handicaps" (p57)*
In identifying these social handicaps, the report located three sets 
of criteria. The first set of criteria related to poor physical home 
environments, the main problem being seen as poverty. Pour factors were 
selected as good indicators of poverty. These were the social class 
composition of the area, particularly the incidence of semi skilled
or unskilled manual workers there;the size of the family; the number 
of families receiving income supplement (including free school dinners 
and uniform grants); and finally the degree of overcrowding or house 
sharing. The second set of criteria emphasised the emotional content 
of the home environment rather than its physical surroundings. The 
efficiency of the mother and the delinquency of the child were both 
thought to be indexed by poor attendance at school or truancy.
The proportion of retarded, disturbed and handicapped pupils was also 
thought to in some way reflect the quality of life in the family.
The last criterion recognised the existence of cultural difference as being 
a disadvantaging factor. 'The number of children in an area who were 
unable to speak English was considered to be important in assessing 
educational priority. Later in the report this point was again taken 
up in the section on the education of immigrant children. Although 
a high incidence of immigrants in an area was not in itself seen to 
produce educational priority, the report argued that the problems 
inherent in immigrant districts were similar to those already described 
for priority areas.
In the Plowden report, a traditional approach to the question 
of educational disadvantage is used to focus on the problematic 
nature of the pupils* home backgrounds. The emphasis is on the social 
determinents of ineducability. These social determinants are identified 
as poverty, parental inadequacy and cultural difference. Related to these 
are the associated handicaps of emotional maladjustment, mental 
retardation, ill health and delinquency. School failure is thus associated 
with the location of the child outside school0
(iii) Cross*d with Adversity
The school*s council working paper is of particular interest 
because it sets out explicitly to give head teachers'^definitions of 
educational disadvantage. Its frames of reference stated that it would 
consider "the secondary education of pupils who have been retarded by 
social or family background". The whole report emphasised the need for 
compensatory education (School*s council, 1970).
The actual survey on which the data in the school *s council 
report was based came from the answers to a questionnaire sent to
8.
a sample of heads of secondary schools in disadvantaged areas. The schools 
were not chosen randomly, but were selected by the education officers 
in 30 LEA*s. Their task was to identify two or three schools where the 
problems of disadvantage appeared most acute. The heads of these schools 
were subsequently sent a questionnaire which asked among other things 
for information about the types and extent of disadvantage in their 
schools. Very little other methodological information appeared in the actual 
school*s council report.
The description of disadvantage that emerges from the report 
had much in common with data reproduced in the Plowden and Newsom 
reports. There were accounts of drab industrial neighbourhoods with 
densely packed terraced houses or tenement blocks; evidence of slum 
clearance and redevelopment leading to unimaginative new housing estates; 
families split from neighbourhoods and friends; areas in which there- 
were few cultural amenities with the exception of pub, bingo hall 
and club. The description was very similar to that given by Eric 
Midwinter (197X) h*8 very vivid little book about the Liverpool
project in which he outlined the reality of the EPA area.
Disadvantaged children themselves were characterised in this report 
with attributes that conformed to the usual steriotyped image of them.
In appearance they were poor, untidy and badly dressed. Heads saw both 
poverty and mismanagement as the cause of this and used free school 
dinners and uniform grants as its index. They also associated poor 
personal hygiene and malnutrition in this syndrome. In school the 
children were identified as underachievers in a global sense. Their 
language was seen as rudimentary, their speech as rough and they tended 
to swear and shout a lot. They were defined as backward readers and 
seen to have low intelligence quotients. Their behaviour was also 
defined as anti social. They were seen to resist school and were often 
noted for truancy and absenteeism. Their moral standards were thought to 
be comparably low and their activities were seen to include stealing and 
other delinquent activities.
An explanation of the causes of these educational disadvantages 
was given by the head teachers and can be seen to conform closely 
with other explanations of educational disadvantage in terms of social 
location. The inadequate socialization hypothesis was particularly 
popular. Educational disadvantage was defined as the result of parents 
not caring, not controlling, being delinquent themselves or being 
otherwise inadequate. Homes also were seen to be deficient with
overcrowding, muddle, lack of privacy and cultural amenities being 
common features of them* Emotional disturbance was often reported to 
exist in these homes. Divorce, separation, desertion, co-habitation 
and prostitution were often mentioned. So too was violence, 
parental delinquency, drunkenness and the more unfortunate experiences 
of being out of work or incapacitated.
The report is interesting because it demonstrated clearly the 
extent to which teachers1 perceptions of educational failure were linked 
to their identification of inadequacy in the child*s location outside 
school. The idea of social location is an important one and implies 
assumptions that are seldom made explicit. It is the task of the next 
section to make some of these assumptions.clear*
(iv) A critique of social location explanations of educational disadvantage.
There can be little doubt that social location and educational 
achievement are linked. The exact nature of this link, however, is 
rarely made explicit and too often assumed to be a causal one.
Bernstein (1970) makes an interesting*point when he argues that 
social locational explanations of educational disadvantage such 
as the cultural deprivation one result in "a wedge*..progressively 
driven between the child as a member of a family and community, and 
the child as a member of a school..." (p214). The result of this is 
that in many theories the idea that the pupils location involves 
school as well as home is barely considered. The educational process 
is thus seen as being outside the pupil*s social location. In these 
theories the extremely important role of the school environment in 
mediating the link between the external disadvantaging environment 
and the unsuccessful adaptation of the pupil to the pupil role is 
not considered.
A second weakness of the social location argument is that it 
tends to produce a static explanation of educational disadvantage.
Pupils are seen as the products of their environments. They respond to 
school situations in predictably appropriate ways. Changes in their 
school orientations are not seen to emerge from changes in the 
school situation or the pupils negotiated relationships. The changes 
that do occur are seen in terms of responses to such things as 
compensatory education. The important achievement element in ones
relationships is forgotten. This is particularly dangerous when one 
considers the important influence that for example peer group membership 
has on school life.
If social location is viewed as a dynamic process involving 
the interaction of biographical factors, family situation, current 
peer group relationships and school experiences (to name a few aspeots 
of it), it becomes one in which there is continual acting back upon the 
environment as well as one in which the environment acts upon the 
individual. The pupil*s location is thus subject to considerable 
modification during his schooling. If the child*s adaptation to school 
is interpreted by looking at the way that the child, as a complex of 
location factors, is viewed by relevant others and in turn views himself, 
then the nature of the school experience becomes the essential ingredient 
in the analysis and the quality of home life becomes one of the side 
issues.
(V) A critique of the concept of compensatory education
Alongside traditional notions of the disadvantaged child come 
notions of compensatory education* Moss (1973) wrote that compensatory 
education programmes "have attempted to assist poor children by 
compensating for assumed deficits in their early years. The experiences 
in question are those that are though to be necessary for further 
learning" (p30). It can be seen clearly from this quotation that 
compensatory education rests on a social location explanation of 
educational disadvantage. Most criticisms of compensatory education 
object to the essentially deficit notion of the pupils location 
implied by the need to compensate. Baratz and Baratz (1970) have argued, 
for example,that intervention programmes are based on an essentially 
false social pathology model of the child which in the case of the 
American negro has led to what they call institutional racism. Parallels 
to this can also be seen in the position of the urban working class 
in Britain. The social pathology model has emphasised the pathological 
•sick* features of the child*s social location as causal in explaining 
educational failure. These features can be seen clearly in the labels 
that have been used to describe such children as ‘socially disadvantaged* 
Culturally deprived* or ’linguistically deficient. The model starts with 
an idealised norm of behaviour against which the deprived are measured.
Goffman (19^3) has described one such idealised norm of American 
behaviours
"in an important sense there is only one complete
unblushing male in Americas a young, married,
white, urban,northern, heterosexual Protestant
father of college education, fully employed,
of good complexion and a recent record in sports."(p153)
Differences from the norm are explained in terms of deficits. Existing 
culture is either not recognised or explained as inferior or harmful. 
Intervention programmes aim at improving performance by improving 
linguistic competence (which is seen as related to cognitive capacity) 
and enriching the cultural heritage. The inadequate mother hypothesis 
is used to justify earlier and earlier intervention, and as the 
programmes fail to produce the desired change in the childrens' school 
performances, the inevitable hypothesis becomes tenable and the child's 
basic genetical inferiority is recognised - a position already reached 
by Jensen (1969)* The danger of the negative stereotyping of minority 
groups is particularly strong in this context and can be seen to be 
operating in the case of the negro in America and the slum child in 
Britain. Ryan (19&5) in a very quotable passage about intervention 
writes "to sustain this ideology, it is necessary to engage in the 
popular new sport of Savage Discovery and, to fit the theory, savages are 
being discovered in great profusion in the Northern Ghetto. The all 
time favourite savage is the promiscuous mother who produces a litter 
of illigitimate brats......" (p383).
Apart from the inappropriateness of deficit as an explanation 
of school failure in social and moral terms, there also can be seen 
grave conceptual and theoretical weaknesses in the arguments. Reissraan 
(1962) in his early work on cultural deprivation pointed out the 
dangers of implying that a child could be deprived of something that 
he obviously must possess. There are some arguments naive enough to 
suggest that certain deprived children are almost completely without 
culture. Wax and Wax (1964) have argued that this was the view taken 
by the administrators of the Sioux reservation where they carried out 
research. More usually deficit arguments are concerned to establish 
that the child has inadequate culture rather than lacks culture - 
thus there is a need for resocialization rather than for initial 
learning. In this sense Labov's famous criticism of the notion of 
linguistic deprivation (l.abov, 1970) is less pertinent than it at
first may appear to be. The social inappropriateness of certain linguistic 
forms in certain contexts is not difficult to establish, and the 
economic implications of access to these contexts cannot be misconstrued*
i
The useful work that has emerged from formulations such as Labovs 
has led to the recognition, for example, that children may have 
several linguistic registers, a notion that is extremely useful 
if the school is aiming at giving children a second or third speech 
code (See Houstan, 1971 and Bernstein, 1971)*
The final danger of compensatory education is one which is 
seen to be especially linked to the vacuum ideology described above.
In order to acculturize individuals it is necessary to make assumptions 
about what is worthwhile in modem society. This has been described as 
"theattempt to impose the sickness, inadequacy, inhumanity and hypocricy 
of the dominent middle class society upon lower working class 
youngsters" (Friedman, 19&7)* While this is an extreme position, it is 
obviously worth questioning closely the assumptions underlying certain 
judgements about what constitutes worthwhile or non worthwhile 
knowledge in our society.
(b) Educational disadvantage as a school based problem.
More recent approaches to the problem of ineducable children 
have focussed attention on the school. The new question confronting 
researchers is that of why school fails to educate children from 
particular types of home environment. The new approaches raise 
questions about some of the assumptions that have traditionally gone 
unquestioned.
i) Educational disadvantage and teachers1 expectations.
Traditionally in defining educational disadvantage, the school 
and its spokesmen the teachers, have looked for explanations outside 
the school walls. But, that the block or wedge constituting disadvantage 
exists at all, could be a function of the perception of actors who must 
also make judgements about the educational goals it blocks access to, 
and the criterion of success applied to those who succeed or do not 
succeed in attaining these goals. In other words, traditional definitions 
of disadvantage have under-emphasised the importance of 'decision 
making' on the part of those who have the authority to make the decisions 
influencing those who the decisions are made about.
Clark (1964 and 1965)> in his studies of the ghetto youth of 
Harlem is adament that it is not the cultural background of these 
children that prevents them being educated but "processes which occur 
during the time they are in school, rather than processes prior to 
their entrance to school". Miller and Woock (l970)niake the same point 
more specifically:
"Growing up in a deeply prejudiced society, the 
minority group youngster, and particularly the black 
child, aquires a damaged view of his own person and 
of his capacity. The cognitive lacks in his early 
environment could easily be overcome by the school, 
if its personnel were not so deeply prejudiced that 
they expect only minimal performance from the child."
Other evidence also confirms this picture. It has been shown that the . 
self concept of ability is related to achievement and also to the 
image that others are perceived to have of one (Brookover et al,1962), 
and that childrens* perceptions of their teachers feelings towards them 
correl ate with their own self concepts and that the more positive this 
perception is, then the better is their academic achievement and 
classroom behaviour as rated by the teacher (Davidson et al, i960).
Cicourel and Kitsuse (19^3) have argued that it is the 
bureaucratisation of the search for talent that has resulted in the 
routinisation of counselling activities in the American High School, 
which in turn has led to the identification of student problems becoming 
a self fulfilling prophecy. These authors argue that if the subject 
matter of sociological research is some sort of rate - such as the 
rate of failure of disadvantaged students - then explanation should 
also be in terms of rates rather than the individual characteristics 
of the individuals that make up the rates. They go on to argue that 
explanations of student failure at Lakeshore High School were related 
to the institutions definitions of students'* problems in clinical terms:
"the theoretical significance of student behaviour 
for variations in the rates is dependent upon how 
the personnel of the High School interpret, type
and process that behaviour we proposed to
address specifically the problem of investigating 
the processes by which persons came to be defined, 
classified and recorded in the categories of the 
agencies statistics." (p9)
In the High School, failure of the student to achieve the expected 
standards resulted in the counsellor being alerted to the student's
'problem*. The problem was viewed in clinical terms thus setting up a 
comparison between the normal, healthy student and the student with 
the problem. The problem was discussed with the student, and the 
discussion was often seen to confirm the original interpretation, 
while an explanation for his failure was suggested to the student. 
According to the authors of the study this could be seen to set in 
motion the self fulfilling prophesy. Such a course of events also 
directed attention away from the faults of the system itself. The 
authors noted specifically that:
"one such consequence of an orientation of 'help* 
would be to deflect school administrators from 
examining the organization and methods of the 
school system, including the activities of 
counsellors, as sources of academic problems." (p18)
This type of study does leave many questions unanswered.
In looking at a process rather than a structure it is difficult to 
be sure that there is a causal link between the various stages.
Turner (1953) has argued that such a quest for universals produces 
a definition from which generalizations emerge rather than a theory 
that can predict empirical instances of the factor in question. Self 
fulfilling prophesies have been of interest in the social sciences since 
the pioneering work of Elton Mayo in the Hawthorne factory, but the 
links in the chain have still not been adequately demonstrated to 
exist. Silberman (1971) has reviewed some of the work that has appeared 
in America in the area of teacher expectations. He offers evidence 
to demonstrate the following links. Teachers negative or positive 
perceptions of students result from the students'opposition to or 
support of the teacher (an extended discussion of- this can be found in 
chapter 9)* In turn, despite the teacher's, emphasis on the objective 
treatment of students, negative and positive feelings are still 
transmitted from the teacher to the student. Finally, the teacher's 
differential pre-disposition to students results in student expectations 
that become self fulfilling prophecies*
Two other pieces of research worth considering at this point are 
Hargreaves (19^7) study of the secondary modem school and the study 
of Pygmalion in the classroom (Rosenthal et al, 1968). Hargreaves argued 
that the teacher.’^  perceptions of certain social characteristics in 
pupils led him to apply certain derogatory labels which Hargreaves 
gave the umbrella term of 'delinquescent'to. These labels, he suggested,
then accounted for a continuation and extention of the type of 
behaviour that they described*
Rosenthal*s findings were similar but from rather a different angle* 
Whereas Hargreaves based his description on the insights of the participant 
observer, Rosenthal set up the experimental situation himself* He 
suggested to teachers of a group of children who had been matched for 
ability, that certain of these children would be academic spurters.
He told the teachers that he was able to make this prediction on the 
basis of certain tests that he had carried out* Sure enough, at the end 
of a certain period the children who had been identified as spurters 
had made better progress than the rest of the control group. Rosenthal 
argued that this progress was part of a self fulfilling prophesy linked 
to the expectations of the teachers that these children should do well* 
There had been no difference at the beginning of the experiment 
between the control group and the predicted spurters, who in fact had been 
chosen completely randomly.
Not all the findings in the experiment were adequately explained.
Thus the control group also showed an increase in IQ over the 
experimental period, though this was not as pronounced as that shown 
by the experimental group. The increases in IQ were not maintained 
after the end of the experiment when the children were returned to 
the normal school system, and in fact decreased drastically as the 
children moved from the first to the sixth grade. Important doubts have 
also been cast on the validity of the measurements used in the 
experiment. Despite this, the experiment is one of the few pieces of 
work that has tackled the question of the self fulfilling prophecy 
in a scientific fashion.
liii Educational disadvantage and the curriculum
"Too frequently, in our judgement, teaching in 
lower-class schools is defined and illustrated 
with reference to episodes in the behaviour 
of individuals or groups of pupils that are 
sensational in the context of a middle class 
community" (Smith et al, 1968, p203)
The parade of the sensational, it is argued, is a feature of lower 
class schools. The sensational refers to the newsworthy or
or gossipworthy kind of episode that occurs frequently in middle class 
elementary schools - for lower class schools there is a continuous series 
of sensational episodes. The idea of the sensational highlights the concept 
of school knowledge. Seaman (1972) defined school knowledge as 
"..a social construct - the ongoing result of numerous factors 
intricately associated in multiple processes,.". School knowledge 
includes both the formal and the informal. In an interesting discussion 
of the invidious linking of the two curricula, Jackson (l%b) described 
the formal and informal curricula *
.official curriculum. Its core is the three 
R*s, and it contains all of the school subjects 
for which we produce study guides and work books and 
teaching materials....The other curriculum might 
be described as unofficial or perhaps even 
hidden because to date it has received scant 
attention from educators. This hidden curriculum 
can be represented by the three R*s, but not the 
familiar ones of reading, riting and rithmetic.
It is instead the curriculum of rules, regulations 
and routines, of things teachers and students 
must learn if they are to make their way with 
minimum pain in the social institution called 
school". (p20)
The school asks the student for commitment to both these worlds.
Brenner et al (1964) have shown that many of the behavious required by 
the hidden curriculum, are such that the teacher takes for granted 
that her pupils are familiar with them, rather than treats them as 
new learning. Hargreaves (1972) has shown that this is not always 
the case. In citing the ‘please sir syndrome* he has shown that
a) many children are not aware of these implicit behaviours
b) that in many situations where there is awareness, the children 
lack the know how necessary to implement the behaviours, and
c) where the behaviour is performed, it is in such a manner that its 
successful performance id not brought to the attention of the teacher. 
Children in such situations, it is argued, do not learn:
"....when students do not have sufficient 
information at their disposal to determine 
whether or not their behaviour will have a 
pleasurable or painful outcome they are in 
a psychological state we choose to call 
uncertainty...." (Koff and Warren, 19&8)
Thus many of the assumptions implicit in the expressive culture of our 
schools are unfamiliar to many of the pupils. Many of the rituals and 
routines of education are without meaning. It is not surprising that
such a body of ‘knowledge* has had an alienating effect on many of the 
children who have not been predisposed by their homes to make sense 
of it.
Changes have occurred in recent years in the formal school 
curriculum. It has been seen that many of these changes have been 
linked to the notion of compensatory education and have therefore been 
concerned to offer bodies of objective knowledge to individuals who 
have been defined as lacking it. This has resulted in an attempt to 
suit the curriculum to the child and there have emerged whole categories 
of children like ‘Newsom* children and ‘Rosla* children who have been 
allocated a distinctive curriculum. This idea is not a new one and can 
be traced to the philosophies behind the tripartite system. Hickerson 
(1966) blamed this differentiation in curriculum, particularly in the 
Junior High school, for producing a watered down education for those who 
were already academically disadvantaged. He argued that such groupings 
of children were the result of culturally biassed standardised test 
scores, and that what these children needed was more education rather 
than less education, and a richer curriculum rather than a more 
sterile one. Charity James (1968) made the same point: "Our techniques 
for divisiveness have been simple to the point of crudity" - she 
argued that one of the most important problems facing us was to find 
criteria for grouping students and ways of grouping them that were 
not damaging. Hickerson traced the roots of these institutionalized 
groupings to early social locations:
"....some children come prepared for school; others do 
not. Those who are prepared are adjudged able, arid in the 
greatest number of cases they learn to read with little 
difficulty. Many of those who are not prepared are 
adjudged less able or unready to learn to read, and are 
treated accordingly. They are sheltered from any but 
the most minimal exposure to reading, and as a result 
they often scarcely learn to read at all." (Hickerson,1966,p35)«
In their paper on ritual, Bernstein et al (1966) argued that 
the organization of knowledge was closely linked to the problem of 
order. Because the school was a major instrument in the division of 
labour, the teachers* control over their pupils who had been selected 
as potential examinees was seen to rest ontieic control over their \ 
educational and occupational aspirations. For these students knowledge 
was seen to be rationally organized and transmitted in terms of examination 
needs. For non examination children the school was seen to function more
directly as a medium of social control, regulating their behaviour.
A large part of this regulation operated through the particular 
curricular selections of knowledge made available to the pupils.
White (1968) has commented in this context on the School*s council 
Humanity project:
"It would not be at all fanciful to see the major 
aim of the new curriculum as getting the ordinary 
child to accept his I o«i lot in life as inevitable and 
try to make the best of things" (p29)#
Compensatory education programmes have mainly viewed knowledge 
as an objective entity. Where they have been concerned with curricula 
reform, they have made judgements about the validity of one type 
of curriculum over another. Interest in the curriculum has within the 
context of sociology been a feature of recent years, and has been 
closely linked with increased work in the sociology of knowledge. One 
point does need emphasising however - changes in the organization 
of school knowledge have always been the concern of those people 
interested in curricula. What the sociologist has contributed is 
a view of knowledge as problematic rather than a view of knowledge 
as external and objectively present. The sociologist has started to do 
what Seeley (1966) called the ‘making* rather than the ‘taking* of 
educational problems.
Examination of phenomenological definitions of knowledge 
allows examination of changes in the curriculum that though not new, 
were considered unimportant in the context of a reified view of 
knowledge. Schatzmap and Straus (1966) have outlined a multiple process 
definition of psychiatric knowledge which seems equally relevant to 
educational knowledge. The definition contains five processes.
a) The inter-professional process, a view of the institution as a 
professional arena in which various interest groups confront each 
other and negotiate some sort of agreement on what constitutes certain 
types of knowledge. A good example of this might be the departmental 
meeting or at a different level, the classroom. .
b) The professional perspective - a view of the accumulated wisdom 
of the particular group, perhaps segmented, emphasising ideological 
elements.
c) The public process, a view of the perspective of various interested 
public groups - in the case of education this might include such 
organizations as parents associations.
d) The socio-cultural processes - a perspective on changes in 
educational knowledge as affected by social, cultural and historical 
imperatives.
e) The institutional processes - the limitations imposed by the 
institution on the form of knowledge. This latter process is particularly 
interesting and has been discussed at length by Eisenstadt (1959)
who has considered the mutually destructive forces of bureaucratization 
and debureaucratization in terms of the teachers* autonomy in the 
classroom.
It has been suggested that by looking at knowledge as a process, 
certain educational problems will be highlighted. These problems were 
touched upon in the earlier paragraphs when it was suggested that 
school knowledge was not only complex, but that certain groups.of children 
had differential access to it. It can be seen that in each of the areas 
of the five processes outlined, the interests of the group that has been 
labelled disadvantaged are under represented. In classroom interaction 
they are ill prepared to meet the expectations of their teachers, and 
therefore have little power to negotiate better terms. Within the 
context of professional ideologies they have been defined as deprived and 
inadequate and therefore incapable of making valid contributions.
As members of public groups they have been notoriously uninterested 
in educational decisions. Historically they have been accepted into 
the school in order to learn to provide the labour for a complex 
industrial system on the one hand, or to know their place on the other. 
Finally, in institutional terms, they have been segregated in schools 
and groupings that have not had a fair share of educational resources.
In these very real terms their positions as negotiators of school 
knowledge is of negligible importance.
(iii) Educational disadvantage and the school context
The school as the context of educational achievement was 
emphasised in traditional definitions of disadvantage as the place where 
compensations should be available. As a context for compensation 
very little attention was focussed on the adequacy of school, and what 
attention it did receive was hidden by the more emotive descriptions of 
home inadequacy. Educationalists thus concerTtrated on the idea of special 
projects for Newsom type children and paid little attention to the 
implications of that reports findings that the educational provision
in secondary modem schools in this country was totally inadequate.
Tyrell Burgess (Red paper 1970) pointed out that those who were already 
educationally deprived were likely to remain so given the current rate 
of spending on education. Byrne and Williamson (1973.) in arguing for the 
myth of the restricted code, used intricate statistical methods to 
demonstrate that educational success and failure were more closely 
linked to educational resources (money spent) than to notions like 
social class.
More recently, criticisms of education have questioned the need for 
schooling as it is presently conceived. The deschooling movement has cast 
serious doubts on the value of schooling, particularly formal, prolonged 
schooling. The suggestion is that schooling is anachronistic, that it 
has outlived its uses, that the social needs of both the present 
and the future are no longer related to it. Illich (19^9)> looking at 
Puerto Ricon society has offered an explanation of the school's 
perserverence in the face of its obvious dysfunctions. He argued that 
school was the real sacred cow:
"Only if we understand the school system as the 
central myth making ritual of industrial societies 
can we explain the deep need for it, the complex 
myth surrounding it, and the inextricable way in 
which schooling is tied into the image of 
contemporary man." (p103)*
Certainly the argument is a persuasive one - school can be 
seen as a self perpetuating myth that seeks to cure the evils that 
it defines and identifies and thus creates. Goodman (19&2) has argued that 
school persists because of the powerful interests that are tied to its 
continuation. He believed that school personnel were necessarily 
tied to this myth and believed in their essentially missionary 
roles. He called them the school monks - the educational elite of 
teachers, sociologists, psychologists and educators whose existence 
(and incidently livelihood) was only justifiable in terms of the 
prolongation of the myth.
A more telling criticism from the deschoolers is that school 
actually harms its captive population. School in these terms is an 
alienating agency, whose misguided and dangerous aims are producing 
both social and personal chaos for the generations that emerge from it. 
dackson ( 1966) noted the effect of schooling on the pupils of the 
Junior High School:
"...the second grader...the fourth grader....both 
will likely be transformed by the time they reach 
high school or college into jade 'professionals1 
of the classroom - those living inkblots whose 
enigmatic silence and languid slouch effectively 
mask both the presence or absence of enthusiasm 
for educational affairs." (p18)
Holt (1970) took up the same ciy. He saw schools as bad places 
for kids, because they destroyed the children's natural desires 
for learning and introduced them to the fourth *R* - the rat race.
"Almost every child, on the first day he sets foot 
in a school building, is smarter, more curious, 
less afraid of what he doesnt know, better at 
finding things out, more confident, more 
resourceful, persistent, and independent than he 
will ever again be in his schooling or, unless he 
is very unusual and lucky, for the rest of his life."
(p23).
School failures tend to be rationalised by educators in terms 
of the vacuum ideology, and sociologists blame this rationalization 
and its associated cure of middle class cultural medicine for the 
ensuing alienation. Goodman (1962), however, did not blame the 
invidious assault of middle class culture for the failure of lower 
class children. He argued that present schooling was a traversty of all 
that was historically good in middle class culture, and that even its 
successes were of dubious value. Schools tended to produce successful 
pupils Who were poorly adjusted personally to the world they had to 
live in. Alternatively school was responsible for the innefectual 
introvert of the grammar school or the sixth form or university 
dropout.
Dropout is only one yardstick by which to measure the defection 
of the school population. Failure is another. For those that pay lip 
service to education there is no measure. Failure itself is a relative 
term. The deschoolers go beyond the acceptance of the school's 
definitions of failure in their criticism of education. Both failure 
and success are held as problematic while the aims of education are 
held up for examination.
School caters for the nursery and custodial needs of society - 
but these are not educational needs. It also functions as a sorting 
house for social stratification purposes. As an agency of socialization 
it has the dual task of maintaining social order and encouraging social
change. This involves the contradictory tasks of encouraging autonomous 
behaviour within a context of conformity. School is also a place where 
children learn to develop their potential - where children learn to 
develop their specific and general abilities and where the goal of 
universal literacy is sought after. It is these latter educational aims 
that the deschoolers have questioned.
The development of ability in school runs along side certain 
assumptions made about the nature of intelligence. Holt (1964) argued 
that the school's conception of intelligence, as the ability to get 
a good score on a test, was detrimental to the intellectual development 
of the majority of students. He compared children first entering 
school with those that left it:
"Nobody starts off stupid. You have only to watch 
babies and infants....Hardly an adult in a thousand 
or ten thousand, could in any three years of his life 
learn as much....But what happens, as we get older, to 
this extraordinary capacity for learning and intellectual 
growth?
What happens is that it is destroyed, and more 
than by any other thing, by the process that we 
misname education - a process that goes on in most 
homes and schools. We adults destroy most of the 
intellectual and creative capacity of children by 
the things we do to children and make them do. We 
destroy this capacity above all by making them afraid, 
afraid of not doing what other people want, of not 
pleasing, of making mistakes, of failing, of being 
wrong." (p165).
There is little to explain why many children do not maintain the 
learning capacity they demonstrate in earlier life. Or why the learning 
that is maintained often occurs in the regions of non school life.
It is also a mystery how the dull blockheads of many fourth year 
leaving classes become the enterprising young adults of the first year 
at work. The behaviourists have used a 'cumulative deficit theory* 
to explain the increasing gap between groups of children in their 
achievements as they progress through school (fc>eu4scV\^ l96L^  but this 
does not explain the post school improvements. The deschoolers have 
sought their explanation in the school mechanisms that actually make 
discriminations between groups of children. Hickerson (1966) has 
reviewed some of the American evidence that suggests that tests of 
attainment, ability and intelligence are culturally biassed. In another 
interesting article Coard (1971) explained "How the West_Indian_is made 
educationally subnormal in the British school system". It has already
been demonstrated that assumptions about language, particularly about 
'desirable' English, also play their part. The deschoolers have argued 
that it is arbitrary definitions of success and failure that suffocate 
the learning potential of many children and stultify that of the rest 
into a narrow, closed channel.
Also under attack has been the educators goal of universal literacy. 
Traditionally the school has been the agency for the promotion of 
literacy. School success and failure has been defined as the success 
or failure in using standard English. This is brought home by the 
complete absence of any completely non verbal test. Postman (1970) 
has challenged this conception of education for the modem, multi media 
world. He questioned that people do necessarily need advanced standards 
of literacy or that some segments of our population need to learn 
to read at all. He has argued that a predominantly literary based 
curriculum is obsolete and reactionary.
An important point in this argument was that many children in school 
do not learn to read. In many cases what goes by the name of reading 
is just a mechanical ability to speak aloud written words with little 
grasp of the meaning implicit in them. For those children not even 
able to achieve this there is the tension of failure and inadequacy.
What teaching to read die! achieve, argued Goodman, was the production 
of antagonism towards the written word by those who were unable to 
manipulate it.
(c) A multi dimensional approach to educational disadvantage
The two approaches to the problem of educational disadvantage 
reviewed in this section differed from each other in several important 
ways. It was stressed that the social location approach identified 
the disadvantaged child in terms of a set of objective criteria related 
to factors in his out of school environment and experiences. The 
second approach identified the disadvantaged child as the product of a 
series of decisions and processes occurring within the school. In one 
sense it could be argued that the first approach emphasised macro 
sociological concerns related to the wider social system while the 
second approach emphasised micro sociological concerns concerned with 
small group interaction. In an interesting account of success and 
failure in the secondary school, Banks and Finlayson (1973) made a 
plea for interdisciplinary studies of the school which not only take
account of sociological research into the child's home background and the 
context of his school experiences, but also draw on psychological 
studies of the personality and motivation of the child. They appear to 
be suggesting that both macro and micro sociological perspectives and 
psychological perspectives can be used in the same conceptual 
framework. They argued that:
"In attempting to develop a genuine interdisciplinary 
framework the present research has used concepts 
derived from both psychology and sociology, not as 
alternative hypotheses in which 'personality' and 
'social structure* are seen as rival explanatory 
factors, but as inter-related aspects of a single 
process" (p177
This is an interesting idea, which, the authors argued, in no way 
involved reductionism whether sociological or psychological. In the 
research to be reported in the succeeding chapters a different sort of 
synthesis is attempted which also takes into account the three 
variables of wider social context, intra organizational interaction 
and personal identity. However it purports to be a purely sociological 
account of the school career of the pupil.
3. THE CONCEPTUAL FRAMEWORK
It would be naive to suggest that none of the approaches 
outlined in the last section recognised the existence of important 
explanations existing in the others. However, both approaches.can be 
seen to differ both in the data that is taken as having the greatest 
significance and in the sociological perspective employed to make sense 
of this data.
Locational explanations of educational disadvantage relate 
most clearly to that set of sociological perspectives that Lawe (1970) 
gave the general label 'systems approaches' to. The main features of 
these were that man was seen as the passive product of a socialization 
experience in which external constraint was the key to social order; 
society was viewed as organic, geared to concern v/ith survival, and 
presenting the image of the real external world in which the central 
value system exerted pressure to conformity; and deviance was defined 
as dysfunctional and related to breakdown in societies order mechanisms. 
Generally speaking, most locational explanations of educational 
disadvantage conform to these systems perspectives. The child is seen 
to be socialized into an environment which controls all her future
social orientations. It is an environment defined in deviant terms and 
seen to be dysfunctional to the wider society. The school, as the 
agent of the legitimate social order has the task of enforcing conformity 
upon the disadvantaged child by compensating her for her deprived background 
by substituting an acceptable body of cultural, linguistic, cognitive 
etc knowledge for that which has previously been held.
School based explanations of educational disadvantage, with the 
exception of those that emphasise the economic argument of equal 
resources, tend to relate more to the second set'of perspectives that 
Dawe labelled ’action perspectives*. The main features of this second 
group were that man was defined as essentially active, constructing his 
own reality in a socializing process that was largely problematic; 
society was seen as the result of meanings negotiated and continuously 
validated by men interacting together; objective knowledge did not 
have a place in this scheme of things but changing typifications were 
viewed as taking the place of concrete norms; and deviance was seen 
as conflicting meaning rather than as a breakdown of the system.
Generally speaking, the more recent explanations of educational 
disadvantage which concemtrate on processes operating within the 
school conform to action perspectives. The disadvantaged child is seen 
as negotiating her own identity within a school system which is 
heavily weighted against her. Teachers* expectations, the construction 
of statistics within the organization, peer group interactions and 
the very structure of the school itself, exert pressure towards her 
to accept the label of the disadvantaged child. The role of the school 
is seen to be that of enabling the child to redefine her situation 
in order to come to a better sense of her own identity.
The conceptual framework of this research leans most heavily 
on the second of these general perspectives. Yet there is also an attempt 
to recognise the implications of the first. Pupil careers are examined 
in the context of a disadvantaging environment which is defined in 
the locational terms of the systems sociologist. The disadvantaging 
environment is external to the school. It is seen as objectively 
real and frighteningly constraining. It is marked by the features that 
were so vividly described by the Newsom and Plowden reports. In fact 
the Rushel school environment was designated an educational priority 
area in terms of those very criteria that came out of the latter 
of these reports.
Yet, within the disadvantaging context, pupil careers are seen 
to be the result of negotiations within the specific world of a 
particular school. Though children at Rushel school, in the eyes of the 
outside world, shared a common location, within their own activity 
system there was considerable differentiation.
This particular study takes place within the closed world of 
the school, and the boundaries dividing the school from the outside 
disadvantaging environment have been taken as the limits of the study.
In this sense the methodology of the study leans heavily on the 
unique approach that has been developed by Goffman in which the wider, 
more objective social system is recognised as existing but ignored for 
the exercise in hand. Goffman erects two boundaries for this theoretical 
exercise. The first of these he builds around the walls of a single 
establishment, confining himself to analysis of the activity within 
it. The second of these he builds around what he calles *a single 
activity system*, and which he defines as *face to face interaction 
with others for the performance of a single joint activity, a 
somewhat closed, self compensating, self terminating circuit of 
independent actions*. (Goffman, 1961, P96).
Goffman himself was aware of the limits of this approach and in 
reviewing his analysis of the role of the doctor suggested that to 
confine the analysis to the hospital context missed the important 
nuances of the doctor*s visiting activities. Because the study of 
Rushel school children has been made within the context of their 
established disadvantaging envirohment, there may be assumed to be 
a common thread of experiences which at least in terms of traditional 
sociology give these children a common social location. This makes 
their differentiation within the school itself of particular 
significance.
Goffman*s second theoretical boundary, in which single activity 
systems were analysed in isolation from other interactions, has also 
been adopted in this study. This has been i/£ed in relation to the 
notion of the pupil*s career, which has been defined as including 
a pattern made up of various, fairly insulated, activity areas. At 
any one point in time the pupil’s career can be seen as the sum of 
activities that may or may not be clearly insulated from each other.
The four activity circuits analysed in this study relate to formal 
organizational groupings, the institutional case history, teacheiv- 
pupil interaction and peer group relationships. Chapter four gives 
an extended account of this theoretical perspective and discusses the 
possibility of these career areas being isolated from each other or 
affecting each others content.
The final important conceptual point to be made again draws 
heavily on the work of Goffman. It has already been noted that pupil 
careers are seen to be segmented and involving activity in several 
distinct areas. The notion of career has also been analysed in another 
way. Following the lead of both Hughes (1937) and Goffman (l95i), career 
has been used to denote two very different features. On the one hand is 
the structural, objective notion which sees career as involving 
the individual in the occupation of a particular social position (which 
may or may not be formally defined). On the other is the notion that 
career is closely associated with the individual’s sense of his own 
identity. Both the objective and the subjective notions of career 
form important aspects of the description of Rushel school children.
Goffman has refined these two notions in the distinctions he has made 
between commitment and attachment in his outline of role behaviour. 
Commitment, he argued, was the ■impersonally enforced structural 
arrangements - an individual becomes committed to something when, 
because of the fixed and independent character of many institutional 
arrangements his doing or being this something irrevocably conditions 
other important possibilities in his life11 (Goffman, 1961, p88).
In the study of Rushel school girls, commitment was recognised in the 
wAy that they were constrained by their formal positions in the 
school, their institutional case histories, the expectations of 
teachers and the expectations of their peers. The second concept that 
Goffman employed was that of attachment. This he defined as the individual* 
affective and cognitive involvement with the image of himself 
defined by the structural arrangements (p89). For Rushel school girls 
this subjective aspect of their career has been measured by their 
orientations to school and by their images of themselves.
4. AN OVERVIEW OF THE SUBSTANTIVE ISSUES
In the chapters that follow two broad issues are considered. The 
first issue concerns the degree of segregation that existed between 
the Separate areas in which facets of the pupils career unwound. These
situated activity systems were for some children clearly delineated 
from each other so that the virtual identity prescribed by one might 
be very different from the virtual identity prescribed by another. For 
other children there was less insulation between these career areas so 
that the prescriptions of one affected the pupil’s identity in another. 
Insulation between career areas was weakest for pupils who were 
disadvantaged within the framework of the school world, particularly 
for those who were seen to be behaviourally weak and problematic for 
teachers.
The most obvious area in which career was prescribed was that 
controlled by the school’s official designation of certain formal 
group identities to its pupils. Pupils at Rushel were house members, they 
belonged to a specific year group, they were streamed and they were 
members of particular classes. These ascribed characteristics to some 
extent set the new member of the school along certain paths of action. 
Stream membership, particularly, appeared to be an important link 
with the other three career strands outlined below.
Institutional worlds are created not only by their formal practices 
but also by the inventories of knowledge that give essence to their 
social structuring. It was not surprising that Weber in his definitive 
organizational study made the bureau the centre of institutional 
reality (Gerth and Mills, 1964). School records present the researcher 
with a formalized account of the knowledge accumulated about particular 
pupils. Less explicitly^ they provide the key to one aspect of 
organizational reality. Organizational ideology takes on substance where 
it can be identified in terms of recorded precedent. Organizational 
ideology pervaded Rushel school records. These organizational case 
histories provided the ideological strand of the pupil *s school career. 
They allowed for generalizations about the pupil’s ethnic, social, 
moral, intellectual and physical characteristics.
Institutional worlds are also created by the individuals that 
people them and by the social relationships that develop. For any school 
child the most vexatious fact of school life must be the teacher. 
Pupil-teacher relationships loom over all others in the school 
context. Evidence for this comes clearly from the interesting studies 
concerning the massive quantity of language used by school teachers rather 
than pupils in various classroom learning encounters (Barnes et al, 1971)•
Teachers' expectations at Rushel produced yet another virtual identity 
for the child to take on.
The final strand of the pupil's school career is that formed 
by the relationships that existed in the peer group. Rushel school, like 
many other schools, illustrated the importance, even centrality of peer 
group culture. What was of particular interest was the high degree of 
congruence between the virtual identities that pupils imposed on 
each other and the virtual identities provided by the school records, 
school groupings and teachers' expectations. To sum up: the pupil's 
career at Rushel school moved forward in four main areas. The first 
two of these involved formal institutional groupings and the 
institutional case history. The second two were concerned with 
the relational contexts of teacher-pupil relationships and peer 
group culture.
The second major issue with which this study was concerned 
was that of the relationship of the objective aspects of the pupil's 
school career with the subjective sense of identity that went alongside 
them. Facets of identity provided by the organizational groupings, 
the school records and both teacher and peer group expectations 
made available virtual identities to be assumed or rejected. The effect 
of the existence of these virtual identities on the pupil herself was 
considered in two ways. In the first of these the pupil's orientation 
to school was examined. The orientation was assessed from data on the 
pupil's adjustment to typical school work activities, but also from her 
perceptions of other school based activities, of teachers and of fellow 
pupils. Secondly, the pupil's view of her own self was described by the 
construction of a self concept index,and self concepts were compared 
to the pupil's differentiation within each of the career areas 
outlined and also with the picture of congruence emerging from these.
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1. RUSHELTOWN
Rusheltown was one of the twelve centres recognised by the 
Royal Commission on Local Government in 1960 as being of much more 
than local importance and comparable as urban centres to sizable 
towns outside London. This was also reflected in the Greater London 
Development Plan Preliminary Report which accepted Rusheltown as one 
of the six Sector Centres in the 620 square miles of Greater London.
In 1963, as a result of the London Government Act, Rusheltown became 
the centre of a new London Borough.
Rusheltown's growth from a small hamlet on the main road started 
around the 1870* s. Prior to this time it had contained a cluster of 
houses, a coaching inn or two, farmlands and fields alongside the 
river Rush, and the more rapidly expanding centre formed at the road 
junction near Rush bridge. Various public buildings were erected in the 
19th century and in 1875 the Board of Works building (now the town 
hall) was put up to form the new local government headquarters for 
the area. During the next few years the whole of the area north and 
east of the towm hall was developed and schools, shops and other 
public amenities were built as the demand arose. Rushel school.was 
built as a board school sometime in the 1890*s.
A detailed planning study made of Rusheltown in the mid 1960*s 
made it obvious that considerable redevelopment was necessary. The 
civic centre was inadequate for a growing area. There was serious 
congestion caused by the increase of traffic. There were no car 
parking facilities, inadequate shopping provision and much of the 
property in the area was obsolescent. Rushel school found itself in the 
centre of an area marked out for redevelopment.
Data from the planning study gave access to intimate details of 
the area immediately surrounding Rushel school. The Rusheltown study 
area incorporated a total of approximately 332 acres. This included 
147 acres of residential uses, 52 acres of open space (50% of it 
being public open space) 15i acres of shopping use, 15 acres of 
education use, acres of industry and commercial uses. In addition 
there was a greyhound stadium (7 acres) and 5ir acres of other public 
buildings. Communications (road and rail) accounted for a further
63 acres or just under 20% of the total* Figure 1 shows a map of Rusheltown 
centre, while figure 2 gives an outline of the area of study*
The resident population of the study area was estimated at 11,232
persons* Most of the population were b o m  locally (Table 1). 10% of the
residents were immigrant compared to 6*4% in Greater London (Social Trends, 
1974). The age structure of the area revealed a population of 22% in the 
45-59 age group and a further 20.60% over 60 years old. The proportion 
of old people in the area was in fact higher than for the borough as 
a whole (Table 2) and higher than that of the United Kingdom (16*6 over
retirement age in 1975)*
A 10% sample survey from the 1961 census was used to make 
estimates of the socio economic composition of the area (Table 3)*
The statistics in brackets refer to the social class composition 
of Great Britain* About 10% of the sample were in the higher socio 
economic groups (23#5%)t a further 58% were in the skilled manual 
and non manual groups (42*5%) while 28% were in the semi skilled or 
unskilled groups (22*9%)« Families in the area consisted mainly of 
small households of one, two and three persons (Figure 3)* These 
represented 75% o f the total households and was indicative of the general 
trend in London towards smaller families (Table 4)» This compared 
to 68*3% of households in Great Britain with three: or: fewer persons*
91% of houses in the area were JO to 90 years old (Table 5)« The 
standard of internal facilities in these houses tended to be below 
average for the borough as a whole. Only about 54% of families had 
exclusive use of hot water, while 40% had no hot water at all (compared 
to 6*5% in Great Britain as a whole). 30% had no bath (9*1%) and 
23% had to share one (3»2%). 29% had to share the use of a W.C. (7*2%)*
In an inspection of external conditions of the houses, 13% were 
thought to be poor or very poor* Only 38% were in the fairly good 
category (Table 6 and j ) m The area immediately around Rushel school, 
that is the area to the west of the survey area, was shown to be 
the worst*
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2. THE DISADVANTAGING ENVIRONMENT
As the physically constraining context within which Rushel school 
children played out their school careers, the environment was obviously 
important. As a specifically disadvantaging environment it 
has been identified in terms 6f the criteria used by the ILEA
to designate educational priority. Before specifying these criteria 
more fully it is worth examining exactly what this environment 
comprised.
The disadvantaging environment has Been identified in three
different ways. First, the area immediately surrounding the school«
has been taken as its environment. This area was made up of the 
smaller area identified By the planning surveys grid number 188, 
and the wider area of Rusheltown itself. Secondly, the disadvantaging 
environment has Been identified as the school’s catchment area.
This was a more difficult measure to use. Officially the ILEA 
have no catchment areas. Practically, most schools take children 
from the quarter of a mile radius around the school (Little and 
Mabey, 1971 )• I*1 actual fact, according to the headmistress, the 
catchment area of the school was clearly defined By certain physical 
Boundaries within which residence ensured that the school would place the 
child. Thirdly, the disadvantaging environment has Been taken as 
the actual home environment of the pupils. In 1971* Rushel school
had 90 first year places. Of these only 40 places were filled By
>
parents first choice of school for their child. A further 20 places 
were filled from parents second choices where their first choice was 
not available, a further 20 children who could not get into their 
second choice schools were also taken. The remaining places were 
filled by children coming from much further afield, who, Because of 
their social and Behavioural inappropriateness had not Been accepted 
By any school. Rushel school, in 1971 thus had a much wider catchment 
area than most other schools in the Boroug^ i. It also had a pupil intake 
that shared the same socially deprived home Backgrounds.
At the time of this study, Between 1971 ancl 1972, there was 
considerable discussion within the school about the similarity Between 
Rushel and the primary schools designated priority schools on the 
ILEA primary school index. Fears were also expressed within the school 
that the stigma of EPA status might jeopardise the redevelopment 
plans already Being discussed for the school. In fact in 1973* 
after the completion of the secondary school index, Rushel school 
did receive formal designation as a priority school. Rushel 
therefore was seen to conform to the criteria that marked off those 
schools where "educational handicaps were reinforced By social
handicaps" (Central Advisoiy Council for Education, 1967) from other 
schools.
The secondary school index was constructed for use in 1973* It 
contained seven social background factors and five school building 
factors. These criteria are listed below together with the measures 
used.
(a) Childrens social and intellectual background
% of 11+ pupils in the lowest 
ability band
% of children obtaining 1 abnormally* 
high scores on Rutter Behaviour Scale 
% of pupils in attendance receiving 
free meals
% of children in families of four or 
more children
% of pupils not living with both 
natural parents _
% of pupils with semi skilled/ 
unskilled guardians 
% of pupils who changed schools
1 lv; Age or Dunamg ipre or post 1903) 
(v) Tall building
(Shipman and Cole, 1975)*
The criteria used by the ILEA to construct their priority 
index related to all three senses in which the disadvantaging
environment has been defined above. Little and Mabey in their
account of the construction of the initial index specifically 
mention the importance of the J mile radius catchment area for the 
collection of data. They also describe how census data was used to 
obtain information about such things as the socio economic composition 
of the areas around particular schools. Other data, coming from the 
school itself provided measures of poverty and emotional disturbance
which related the notion of the disadvantaging environment back to the
homes from which the children came.
A second aspect of Rusheltown as a particularly disadvantaging 
environment was that of its growing immigrant population. The secondary
(i) Backward 
children
(ii) Disturbed pupil 
behaviour
(iii) Poverty
(iv) Large families
(v) One parent families
(vi) Social class
(vii) Pupil turnover
o>) School Buildings
(i) Split site
Cii) Floor space/ child
(iii) Site area/ child
school index which was to he used in the Alternative Use of Resources 
scheme for secondary schools (Briault, 1973) did not include 
immigrants in its list of criteria. This was mainly because it was felt 
that schools with large immigrant populations received help in other 
ways. In 1972 there were 24,609 immigrants in ILEA secondary schools, 
and 49«2% of these were from the Vest Indies (DES, 1972)• 294 of the 
1094 schools under the ILEA had more than 25% immigrants on their school 
rolls. These immigrant pupil statistics related to (a) children b o m  
outside the British Isles who had come to this country with, or to 
join, parents or guardians whose country of origin was abroad; and
(b) children b o m  in the United Kingdom to parents whose countries 
of origin were abroad and who came to the United Kingdom on or after 
1st January ten years before the collection of the information. The 
importance with which the ILEA treated the immigrant problem was 
indicated in the Committees minutes of November 1972 in which it was 
reported that there had been an increase of almost 1% in the ILEA 
immigrant school population between 1971 and 1972. A similar concern 
with immigrant matters had been shown four months earlier when the 
same committee had received a report that whereas the immigrant 
representation in most special schools was about 15%t as much as 33% 
of the rolls of ESN schools were comprised of immigrant pupils.
37% of the first four years of Rushel girls were immigrants in '1972.
Of these, 21% fell into categozy (a) and 16% fell into category (b).
The problems facing both Rushel school and its immigrant pupils 
are detailed in later chapters. At this point it is worth considering 
an item that appeared in the school magazine for 1974* It was written 
by a fourth year immigrant pupil and illustrates many of the problems that 
this sort of disadvantaging environment give rise to.
Loneliness
Here I am just arrived from the Vest Indies. No one I know, no 
one to talk to - not even a bird to talk to.
I am all alone, inside me I feel so scared. Here I sit on a 
street bench, with just a suitcase to keep me company. I hear the noise 
of people*s feet/ their mouths gossiping away, children shouting, people 
passing and staring at me.
I think about the new country. How am I going to make friends 
with other children? Vhat will my mother and father look like? Are 
they nice? Vhen will someone come and get me so that I can have someone 
to talk to?
Fourth year girl
3. RUSHEL SCHOOL
Rushel school was built by the London School Board in the 
1890*s. The London School Board was a locally elected ad hoc agency whose 
function was to provide state elementary schools from the local rate 
aid. It had come into being with the Elementary Education Act of 
1870 and was to continue until the School Boards were abolished by 
the Education Act of 1902 and County Councils and County Boroughs 
became the new Local Education Authorities (LEA*s). At this time 
Rushel came under the direction of the London County Council.
The impetus that the 1902 Education Act gave to secondary 
education by providing money out of the rates for secondary education 
did not improve the status of Rushel school which continued as an 
elementary school providing secondary education. Musgrave has argued 
that secondary education at this time was seen as appropriate for the 
middle classes, working class education was seen on the other hand as 
most properly occurring in the elementary schools,, (Musgrave, 1968,p83). 
Rushel school retained the low status of the elementary school 
until it became a secondary school with the abolition of the term 
•elementary* by the 1944 Education Act. The assumption behind this 
act was that there should be a tripartite system of education as 
the Spens report had recommended (Consultative Committee of the Board 
of Education, 1938)* Rushel became a Modem School - the type of 
school fitting for pupils whose minds dealt *more easily with 
concrete things than with ideas* (Committee of the Secondary Schools 
Examination Council, 1943)• Thus Rushel moved from the low status 
of the elementary school to the equally stigmatised position of the 
secondary modem school.
Rushel school is currently the responsibility of the Inner 
London Education Authority (ILEA) which is one of the authorities in 
the Greater London Council Area. In January 1972 it was one of 
182 Secondary Modem Schools catering for 96,877 pupils in the GLC.
At that time 15,553 13 year old girls (5*4% of 13 year old girls in the 
ILEA) were attending secondary modem schools (DES, 1972, p72)«
Rushel school was a three stream entry school of between 400 and 
600 girls at this time. In the following year, after the completion of 
this study, it became a four stream entry school, was designated as 
a comprehensive (despite ability creaming in the area) and introduced
mixed ability teaching in the first year,
By 1972 Rushel had come a long way from the Board school that
it had started out as. In an ILEA study of mixed ability teaching
(ILEA, 1976), Rushel was one of two case studies chosen as of special 
interest. In that report there is an interesting historical note 
about Rushel which throws some ligfct on the period when it was a 
secondary modem school.
"During the 1960*s the school was housed in two old buildings 
in the centre of the division with very few attractions to 
offer parents in conparison with the voluntary grammar 
schools or purpose built comprehensives in the area.
The children recruited at 11+ were predominantly of low 
ability and, because of under subscription, a high proportion 
of older arrivals who came into the division during the late 
sixties and early seventies were placed at the school. The 
turnover of young teachers was high and there was difficulty 
in recruiting senior staff” (p12lj*
The redevelopment of Rushel school on a different site was
first proposed in the late 1960*s. The scope of the plan was clearly
outlinedin an ILEA Education Committee Minute in May 1971*
"We have approved a scheme for the erection of a new
county secondary school on a site at   Rd. As at
present designed it provides for the enlargement from 
three to seven form entry of ........County Secondary
School for Girls, subject to the approval of the Secretary 
for State for Education and Science it will be varied to 
provide for nine form entry for boys and girls...."
In fact the plan to turn Rushel into a mixed sex school was not 
approved by the DES but plans remained to develop it into a 
seven form entry all girls comprehensive school. To some extent 
even this plan was jeopardised in late 1971 by recognition that the 
birth rate was and had been falling. This problem was highlighted by 
an ILEA Education Minute in October of that year.
"on the latest population projections we have been given 
a decline is forecast in the size of the secondary school 
population from 1087 form entries in 1971 to 963 form entries 
in 1980. Different patterns emerge north and south of the 
river.... South of the river peak rolls are not reached until 
1976. Although the fall thereafter is about the same rate as 
north of the river the overall decline is 26 form entries, or 
less than 5% over ten years....As in North London some 
enlargement proposals for small schools are no longer to 
be justified" (p209)
Reorganization did go ahead at Rushel. In 1972 the school moved 
from a three form to a four form entry school. In preparation for 
further increase in size it carried through certain staff changes, 
recruited extra staff and reorganized the house system on a five house 
system. The expected move to the new buildings was delayed but the 
school expanded to six and a half form entry in 1973* The move 
finally took place in 1974»
As a post script to the end of the old school it is worth 
quoting an item called ’old school - new school1 which appeared in the 
first school magazine of the new school. The following paragraph 
written by some of the girls listed what they missed about the old school.
"The intimacy of smaller units - the homely atmosphere..the fact 
that we all knew each other....the feeling that we were living in *a 
historical won vment' one of the best examples of a London Board School - 
even to the gas mantles, and to the pictures on the walls! In Old 
Rushel School you had more freedom to do things, even though the 
occassional door fell off its hinges or parts of the ceiling collapsed. 
Although it was draughty Rushel seemed more spread out; there were 
plenty of windows, and they did let in air! We had desks instead of 
lockers, so the corridors were wide and free from hold ups... the 
classrooms were just right, no matter that the school was getting 
overcrowded. We felt like a school, everybody knowing everybody else, 
and we felt much freer..... the dinners were much better - as long as we 
had a bellyfull we were happy! We seemed to have time to sit down and 
relax, or to do any work that was wanted....I preferred the old 
building, it seemed more *lived in*, it had ’echoes of past girls*.
The new building has no echoes."
The study of Rushel school between 1971 1972 reported in the
following chapters also records a ’historical To some extent
it gives hindsight into what we have left behind and is today replaced 
by the large scale, glass and concrete secondary schools of this 
decade. It is a small scale study of a small scale school that would 
have come bottom on anybody^ prestige ranking list. Yet the paragraph 
quoted above acknowledges a school atmosphere of intimacy and safety 
that our new schools may lack. Rushel - ex board school, old elementary 
school, secondary modem school - is dead. To what extent, one 
wonders, will its ghost still haunt the grand new comprehensive school 
that has risen from its ashes?
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CHAPTER 5. PROBLEMS OF THEORY AND METHOD
1. THEORY
The theoretical objective of this study concerns the relationship 
of the macrosociological to the microsociological - of the wider social 
structure and the more imminent reality with which individuals are 
confronted in their everyday interactions* The study attempts to 
illustrate how a structural concept like the 1disadvantaging 
environment* does not preclude an analysis which is oriented to the 
notion of a socially constructed reality* Underlying the research is 
a particular theory about social structure - about patterned 
relationships, observed regularities and detected configurations.
Blau has argued that "one important difference in perspective 
is the range of our vision, whether we view things from a distance to 
encompass the larger picture or whether we stand up close not to lose 
sight of details" (Blau, 1976, P3)* The macrosociological perspective 
is concerned with entire sweeps of history, with evolution (Lenski,
1976, p136). It is also objectivistic in the sense that it relates 
theoretical statements to reality by turning the relationships between 
theoretical statements into things that exist in themselves (Habermas,
'A
1 9 6 6 3  p36). The microsociological perspective tends to the details, 
it sees Verstehen as the major technique for dealing with human 
affairs (Schutz, 1962)* Its stress on subjectivity comes from 
the view that social structures are meaningful only within the 
observer*s frames of reference. On the one hand the objectivistic 
worlci enables us to locate man in society, on the other an insistence 
on subjective interpretation forces us to locate society itself in 
man (Berger and Luckmann, 19719 P79)*
The disadvantaging environment,as a positivistic statement about 
the relationship between various pathological social trends, or as the 
negotiated world of its inmates, would rest according to Habermas upon 
different 1 transcendental frames* of meaning (p4 3 )* Dawe (1 9 7 0 , p2 0 7 ) 
used the term doctrine to describe these points of reference and argued 
that each produced highly specific systems of concepts, propositions 
and judgements. Wilson (1960) 9 using Kuhn’s notion of paradigm (Kuhn,1973)» 
similarly argued that the ’normative*, paradigm underlying conventional 
sociology gave rise to explanations of social structure that were 
incompatible with explanations of social action. The existence.of any
common theoretical ground upon which both objective and subjective 
notions of social structure could come together was rejected.
Yet the idea that sociological perspectives reflect ranges of 
sociological vision is an attractive one to the sociologist in the field. 
Given an empirical problem to solve, and the necessary resources, many 
sociologists do not contain themselves-within’expropriate .transcendental 
frames. Rather their basic assumptions about the social world and the 
relationship of individuals to that world, are seen as reference points 
that are valid for particular exercises only. These assumptions may be 
changed as the problem changes. In other words the notion of transcendental 
frame, doctrine or paradigm is a redundent one for it implies a logic that 
the sociologist does not conform to. Fletcher, for example, has rejected 
the notion that sociology can have more than one framework of concepts or 
principles of.theory and. methods. He wrote that such arguments:
"are rooted in error,perpetuate and extend error, and are doing untold 
harm to the satisfactory formulation of the subject (Fletcher,1974» p39)*
A u^Cfwl QfprOflltK JA this COtflCXt* is ons -V^cCTstresseS the importance 
for sociologists of ’theoretical triangulation* - the use of several 
perspectives in the analysis of the same data (benzin, 1970, p4 7 2 ).
The type of relativist position that is being stressed depends 
on the particular relationship that theory, method and data have in 
sociology. One of the most interesting accounts of this from a 
conventional sociological standpoint was Dahrendorfs conceptualization 
of ’homo sociologicus* - the artificial construct of the social sciences. 
’Homo sociologicus*, standing between the individual and the ’vexatious 
fact’ of society, created, according to Dahrendorf, the moral and 
philosophical problem of how the artificial man of theoretical 
analysis related to the real man of our everyday experience 
(Dahrendorf, 19^8, p25)» It is interesting that this conventional 
account of theory and data is not veiy different to the ethnomethodologists 
account of indexicality which lays stress on the reciprocity of 
appearance and essence (Garfinkel, 1960V. Both accounts approach 
the problem from different standpoints but there seems to be 
fundamental agreement on the point that theory, method and data cannot 
be separated.
The sociologist stands once removed from the world that he 
contemplates. The 'range of his vision’ depends on the range of theories
and methods that he employs. The sociological perspective, as distinct 
from the perspective employed by other sciences, is remarkable for this 
range* The notion of objectivity embedded in all its competing theories 
is that of non commitment to any specific paradigm. The real world may 
or may not be 'out there1 - but it does become visible in different 
ways through the use of different theories and methods, Not only does 
the sociologist make use of this range of vision, he has also learned 
to live with apparent contradictions and thus is able to treat 
’social truth* as problematic.
2. METHOD
So far it has been argued that sociology is not paradigmatic 
although individual sociologists may be influenced by specific social 
doctrines. The peculiar'objectivity* of sociology rests on the ability 
of the sociologist to treat his own assumptions as problematic and to 
recognise the uncertainty of his data. Objectivity is partly a function 
of identifying limitations in research. This is true both for the 
conventional sociologist, asserting the literalness of his data and 
yet recognising that his interpretation could be wrong, and for the 
ethnomethodologist who rejects this literalness in favour of the 
indexical relationship he sees between the appearance and the essence 
of the data.
Exploratory research occurs where assumptions a.re few and 
uncertainty is high. Both substantive theory and formal theory may 
be grounded in data. For this, theory must both ’fit* the situation 
to be worked, and ’work' when put to use. The categories must be 
readily (not forcibly) applicable and they must be meaningfully 
relevant (Glazer and Strauss, 1 9 6 7 )* A research area is approached with 
a particular sociological focus of interest, a general question or 
a problem. What is seen in the initial exploration can be built 
into theories that may then give rise to hypotheses. The exploration 
does not stop but continues to enrich further theory.
Initial exploration is conceptually difficult to grasp. At Rushel 
the sociological focus of interest was on the disadvantaging environment 
and the general question concerned children who failed. Entering the
school as a participant observer at least reduced the ignominy of 
not knowing what to observe. The initial reaction was that everything 
was important - what resulted from this was an exercise in data 
dredging.
Generating a theory from data means that most hypotheses and
concepts are worked out in relation to the data during the research.
This did in fact happen. Focus of interest on the disadvantaging
>
environment and commitment to the notion of the sociologists 
'ranges of vision* also influenced the final form of the research.
The 'vexatious* fact of Rushel school was seen to be meaningful on 
at least; three levels, and these levels were seen to be crucial in 
dictating at least variety in the actual data collecting methods used.
The disadvantaging environment itself, solidly compelling outside the 
school , and apparent within the school in terms of the ethnic and 
social identities of the pupils, provided the wider structural 
context - the macroperspective. The organizational activities and 
routines within the school, the formal groupings and recorded case 
histories of the pupils provided the more immediate structural 
context. While the negotiated realities of the principal actors, 
the visual close up, completed the picture.
*
The field study itself was not concaved as a single method for 
gathering a single kind of information. Three types of information 
were obviously present in the field. Social and ethnic characteristics, 
the attitudes and values of teachers and pupils,all gave rise to 
data that could be counted - they in fact provided frequency 
distributions that lent themselves to quantification. The institutionalised 
norms and statuses of the organization were a second type of information 
where quantification was adequate but not efficient. Formal 
organizational characteristics were noted from lists and documents 
available within the school, but the real source of understanding came 
from questioning the school personnel about these. The final type 
of information was found in what Zelditch has called 'incidents 
and histories* - events that are structured either horizontally or 
vertically* that move outwards to involve several actors5, or can 
be traced to precedentjor move forward into the future. These 
events provided the essence of Rushel- school reality and were only 
made available as data through participant observation,(Zelditch, 1962).
3# THE RESEARCH DESIGN
An outline’ of the theory and method underlying any research 
design emphasises the argument that theory and method provide little 
more than ideal type constraints on what is actually done and what 
actually results. Grounded theory is less guilty in this respect 
than more positivistic theory. In his review of the organization and 
impart of social research, Shipman stressed this position:
"Research in the behavioural sciences is far from a 
predictable problem solving within.established 
conventions and with adequate supports. It remains 
an opportunity for individual enterprize,-.combining 
high personal investment, restricted resources and 
professional ingenuity"' (Shipman, 1976, p139)*
The problem of'non contamination* of potential theories by 
precqncieved notions was recognised from the start of the Rushel School 
Project. Yet some boundaries had to be set on the research design.
The area of interest itself, that is, the disadvantaging environment 
and children who failed, provided the first constraint. Using ideas 
from both conventional sociology and it's critics, it was.decided to 
focus on five substantive areas. These areas were achievement, 
behaviour, .social status, health and inter-personal relations* The 
data collected was to be treated as 'account* data, thus leaving aside 
for the moment the problems of causal ..analysis or the 'facticity* 
of the information. One example of this can be seen in the use made 
of data from the school records. The school records were seen to 
provide institutional case histories that were used as sources of 
'stigma* measurement rather than as factual descriptions of the child.
The concepts adopted emerged after the data had been collected.
In this way they can be seen as natural boundaries rather than 
pre-concGived constraints on the data. The major concept used in the 
research was that of career. To some extent it incorporated the 
notion of'triangulation*. "Career" described the pupils* objective 
statuses and subjective identities in a range of different and often 
contradictory areas of activity. The total picture came from a focus 
of attention on separate parts of the same event. It was an example 
of multiple operationalism as a way of knowing (Webb, 1966). The 
areas in which career was seen to operate, like the boundaries noted 
above, were determined by the areas from -v/hich data was collected. To 
this extent the constraints on the final outcome of the project came 
out of the research process itself©
The field study collected data in six main areas of interest. 
There, was the data provided by the formal organizational groupings 
of school life; data on year, house, class and stream membership; 
there was data that came out of the school records identifying 
pupils in five major areas of stigma. Both these sets of data v/ere 
collected by documentary research techniques, the first being 
clarified by material from interviews v/ith school personnel.
Bata was also collected about teachers* expectations of their . 
pupils, and pupils* expectations of each other.For the first a ratings 
sheet was given to all class teachers to fill in about each of the 
pupils in their class. For the second a sociometric test was used.
The data from both these sources was easily quantifiable and provided 
frequency distributions that lent themselves readily to more complicated 
statistical manipulation.
The final data collection source was a sentence completion 
instrument which invited open rather than closed responses, and was 
filled in by all pupils. Two sets of data were extracted from this.
The first related to the pupil's orientation to school, while the 
second was a measure of the pupil's self concept. The open ended 
nature of the responses to this instrument lent themselves to greater 
depth treatment than was possible for other data, but after initial 
problems with coding it \-/as also possible to reduce the data to a 
form that made quantification possible.
Throughout all these data collection exercises and through the 
analysis stage, the insight produced by participant observation was 
invaluable. It was in the interpretation of the data, in the 
selection, rejection and extension of certain aspects of it, that 
the notion of 'theoretical sampling* was put to use (Glazer and 
Straviss^  1967)« This was possible because the initial 'data dredge* 
had produced too much data to bg vpaSOft (p.Uy in a single analysis.
Using the data as a 'document* in the ethnomethodological sense, it 
was possible to apply the notion of theoretical sampling. The insights 
or theories that emerged were tested against the rest of the data 
and interpretation was subsequently modified to produce amended 
theories. This indexical process was thus seen to be at the heart of 
the exercise, and v/as in no .way inval idated by the fact that 
quantification v/as also seen as an important research tool.
4. THE SAMPLE
All the girls in the first four years at Eushel School 
took part in the study and therefore the pupil population 
waS a total population rather than a sample. The ages of the 
three hundred and fifty one girls ranged from eleven to 
fifteen. The fifth forms and a very small sixth form were 
excluded from the study.
Hot all the teachers at Kushel were asked to complete 
the teachers* questionnaire although all teachers were 
interviewed at some time in the year in'which the research 
v/as being conducted. It v/as decided to limit teacher 
participation in the questionnaire to class teachers only.
Rushel school v/as organized into three houses with one 
class from each year group representing each house. There 
were twelve classes altogether in the first four year groups.
Each class v/as attached to a class teacher who belonged to
the same house as her class and was led by a housemistress
who was the class teacher of the first year class. The headmistress
formed the peak of this pastoral hierarchy.
Most of the contact that the class teacher had with the 
girls in her class was related to pastoral functions. All 
class teachers v/ere also subject teachers and therefore had 
contact with children in their class in a lesson context 
as well. Because the children were streamed, lesson contact 
cut across class contact. The class teachers of the lower age 
groups were more likely to have contact with their class in 
lessons than the class teachers of the older children. This 
was because the lesson choices of the older children v/ere 
more specialised than those of the younger children. Some 
class teachers, because of the nature of their subject had 
contact with only a few of their class members. The remedial 
teacher had no contact with class members in the A-stream 
or in the B stream in lessons, and teachers of more academic
J J •
subjects tended to have little contact with the C stream girls 
higher up the school.
There were several reasons why only class teachers were 
asked to participate in this survey. All in all there were 
forty five teachers on the school roll, though a majority of 
them were part time teachers. Only the twelve class teachers of the 
first to fourth year classes took part in the survey. The head 
and the deputy head were not asked to fill in the information 
sheets. As their contact with pupils was across the whole school 
this would have been an unreasonable request. The housemistresses . 
v/ere only asked to fill in information sheets for their own 
classes as the one third of Hushel schoolgirls in their house 
groups would have made too large a group to identify personally.
Subject teachers v/ere not asked to identify children for 
two reasons. First, the numbers involved would have been too 
great in some subjects. Secondly, it was felt that many subject 
teachers did not have sufficient all round detailed knowledge of 
the children. A further consideration v/as the duplication that 
would have occurred for teachers who were both subject teachers 
and class teachers. Many of the staff on the school roll 
were part time staff'with limited knowledge of both children 
and school matters. Finally, there would have been great 
administrative difficulty in identifying the children that 
each of the teachers taught and providing named information sheets 
for all of them.
'Although practical considerations limited the survey to 
the class teachers, it was obvious tha/fc it would have been 
advantageous to discover how all teachers identified all' children. 
Such an approach would.have limited those occassions when teachers 
identifications were of an idiosyncratic nature. However this 
has been taken into account in the interpretation of the 
data.
5. DATA COLLECTION AND TRANSFORMATION
(a) The organizational variables
Data about school class, year, house and stream was collected 
from the school register. Only girls in the first four years at 
Rushel took part in this study. Fifth form and Sixth form girls were 
excluded as permission was not available from the head for them to 
take part in the survey* School classes, houses and year groups 
were not altered in any way for the study except that houses were 
renamed in order to help anonymity. Fourth year streamed groups were 
reduced from four groups to three groups in order to simplify 
computational exercises. This was achieved by labelling the General 
Education set, A stream; the Commercial Education set, B stream; and both 
the Social Eduoation set and the Office Practice set, C stream. There 
were, in fact, very few children in the latter set as it had consisted 
mainly of early leavers. Appendix one at the end of this chapter lists 
the pupils of Rushel school by year, house, stream and class.
Data about teachers, subjeots and departments was recorded from 
official lists provided by the headmistress. The list of Rushel 
school staff giving house membership, subject taught, form responsibility 
and other special responsibilities appears in appendix two at the end 
of this chapter. An analysis of the organizational variables at Rushel 
school forms the substance of chapter five.
(b) Institutional case histories
All the data in the official school record for all 351 girls in 
the study was collated and put on magnetic tape for computer use.
Also data from the attendance registers was extracted. The school health 
files were not used as access to these was restricted.
The data from the school records fell into five main areas.
(i) Ethnic data. Data was available on generation of immigration, 
colour, country of origin and date of emigration for the first 
generation immigrants. Most of this data came from the interview data 
recorded by the headmistress on the form which appears in appendix 
three to this chapter0 The main measure of ethnicity used in this 
research was immigrant generation. The three categories of non immigrant, 
first generation immigrant and second generation immigrant emerged 
directly from the original information without any data transformation 
being necessary.
(ii) Social background data. Data on social background was more complex 
than that on ethnic background and did not provide a ready single measure. 
Several distinct areas were discernible in the information taken from the 
school records relating to family size, poverty, absent parents, inadequate 
parents,dislocation in home life and oontact with the welfare agencies*
This data was used as input for factor analysis. The method of factoring 
used was that of principle factor with iteration (PA2), the rotation 
was Varimax with Kaiser normalization. The SPSS computer package which 
was utilized in this research provided the necessary advice on 
selection of factoring procedures plus fairly simple explanations of what 
factoring involved. The picture that emerged from the rotated factor solution 
appears partially in appendix four of this chapter. The routine produced 
two social background factors, factor one accounting for 72$> of the 
variance and factor two for the remaining 28% •
Interpretation of the two underlying factors appeared to be 
straightforward. Factor one was labelled a social welfare factor.
The highest individual factor scores associated with factor one were 
those for contact with the welfare authorities (.6), inadequate parents 
(.5), Poverty (.4)> and dislocated home (.2). The scores for family size 
and absent parents were not significant* Factor two was labelled a 
social class factor. The highest individual factor scores associated with 
factor two were family size (.5), poverty (.3), absent parents (.3) 
and dislocated home (.2). The scores for inadequate parents and contact 
with the authorities were insignificant for this factor.
Composite scales representing the theoretical dimensions 
associated with the respective factors were built by using the factor 
score matrix and the Z scores for each variable. The Z scores were 
computed from the means and standard deviations of the variables using 
the formulas Scale 1 = (Factor score coefficient (Variable 1 - x)/SD).
The formulae for the two factor scales were as follows:
Welfare factor = (.O8306*(homdis-.3219)/.7831)+(-.0l670*(parabs-.3077)
/1.1197)+(.19394*(poverty-1.1481)/t.6391)+(.3l672*(inadpa^.2877)/.956l) 
+(-.02322*(famsiz-1.2621)/l.0308)+(.45117*(conwel-.1823)/.7528) .
Social class factor = (.10886*(homdis-.3219)/»7831)+(.17433*(parabs- 
•3077)/l.1197)+(.2l606*(poverty-1.1481)/l.6391)+(-.05771*(inadpar-.2877)/
.9561)+(.44l62*(famsiz-.1.2621)/l.0308)+-.01950*(conwel-.1823)/.7328) .
All six factor score coefficients were thus used for each of the
composite indt oes•
The two resulting social background scales were far too 
cumbersome to be used for crosstabulation purposes as each contained 
too many values. The grouping of these values into a smaller number of 
categories made necessary the difficult task of defining meaningful 
boundaries between the new categories. The ploy of using the upper and 
lower quartiles as boundary demarcators was rejected as it meant 
separating cases that grouped around the same value. Initially the 
welfare factor was separated into five discrete categories and the social 
class factor into four. However when the distribution of these two 
factors was compared to the summed social disadvantages for each 
respondent, it was apparent that the boundaries between the categories 
for the welfare factor did not reflect meaningful divisions. Further 
recoding reduced the Welfare factor to two groups with 181 cases in 
the low scoring group and 170 cases in the high scoring group. This 
raised the correlation coefficient for the comparison of the welfare 
factor and compounded disadvantage from .44 to .87. It was decided not 
to alter the social class factor as it correlated with the summed 
disadvantages at .65#
(iii) Moral background data. The data on moral background was also 
complex enough to warrant the use of factor analysis. Factor analysis 
was carried out on ten of the moral stigma variables. These were 
emotional difficulties; the five behavioural categories of stealing, 
uncooperativeness, unsociability, truanting and untrustworthiness; 
school attendance; and contact with the child guidance clinic, the 
welfare authorities and the police. The method of factoring used was 
the same as that described in the last section and produced three 
factors accounting for 65% of the variance, 23% of the variance and 12% 
of the variance respectively. (Appendix five gives these statistics fully)
Interpretation of the three underlying factors was again not 
difficult. Factor one was identified as a behavioural factor. The 
highest factor loadings were for untrustworthiness (.8), unsooiability 
(.7), stealing (.6), uncooperativeness (.4) and truanting (•3)*
Factor two was identified as an anti authority factor. The highest factor 
loadings were for contact with the police (.5)# contact with the 
welfare authority (.5), uncooperativeness (.3) and truanting (.3)*
The final factor was identified as a child guidance or emotional 
disturbance factor. The highest factor loading was for contact with
the child guidance clinic (.6), but there were also significant loadings 
for emotional difficulties (.3)» unsociability (.3)* truanting (#3) 
and school attendance (.3).
Composite indices were constructed by using the factor score 
coefficients and the Z scores in a fashion similar to that described 
in the last section. The computations made for each of the factor 
indices were as follows:
Behaviour factor » (.00092*(emotdf-9088)/l.8245)+(*15649*'(behav1-.0484) 
/.2279)+(.11664*(behav2-.2991)/.4769)+(.26648*(behav3-.1652)/.5083)+(.03
905*(behav4-.1140)/.3357)+(.56141*(behav5-.Q484)/.3632)^(-.03612*(schatt 
3105)/•4634)+(-*.02225*(conpol-.0199)/.1400)+(-.00686*(conwel-.1823)/
.7528)+(-.03 659*(conohg-.1766)/.6393).
Anti authority factor = (.10390*(emotdf-.9088)/l,8245)+(.l6l55*(hehav1 
-.0484)/.2279)+(•21205*(behav2-.2991)/.4769)+(-.17086*(behav3-.l652)/ 
.5083)+(.13843*(behav4-.1140)/.3357)+(-.15385*(behav5-.0484)/.3632)+(-.00 
009*(schatt-.3105)/.4634)+(.34637*(conpoi-.0199)/.1400)+(..29431*(conwel 
1823 )/.7528 )+(-.01204*( conchy. 1766 )/. 6393 ) .
Child guidance factor « (,12285*(emotdf-.9088)/l,8245)+(-.09574*(hehav1 
-.0484)/.2279)+(-.09298*behav2-299l)/.4769)+(.21181*(behav3-.l652)/.5083) 
+(.10991*(behav4-.1140)/.3357)+(-.09027*(behav5~.0484)/.3632M-.14442*
(schatt-.3105)/.4634)+(.08251*(corapol-.0199)/.1400)+(-.00646*(conwel-.18
23)/.7528)+(.49785*(conchgw#i766)/.6393).
After the individual cases in the file had been assigned a factor 
score by using the above formula, each of the factor scales was recoded 
into two discrete categories. The behavioural factor was recoded into 
two groups with 204 pupils in the low score category (score 1) an d 146 
pupils in the high score category (score 2). Similarly the child 
guidance factor scale was recoded so that 165 pupils scored 1 and 186 
pupils scored 2, and the anti authority factor scale was recoded so that 
200 pupils scored 1 and 151 pupils scored 2. The correlations that 
were produced when the three moral stigma factors were compared with 
the compounded moral stigmas were high thus adding support for the 
authenticity of the factor measures. The highest correlation was between 
the compounded stigmas and the child guidance factor (.8) but the other 
two scores were also high (#69 for the behaviour factor and .68 for 
the anti authority factor).
(iv) Intellectual data. Data in this area was available on the pupil*s 
verbal reasoning score which ranged from one to seven and on whether 
the girl was considered to be in need of remedial help. The very simple 
measure of intellectual stigma was constructed by assigning the score
1 to children who did not need remedial help and had a verbal reasoning 
score of five or higher, the score of 2 to children who either had 
a verbal reasoning score of six or seven or were seen to need remedial 
help, and the score of 3 to children who both were in need of remedial 
help and had a low verbal reasoning ability. It was decided not to use 
stream in this measure as stream was already being used as one of the 
main organizational variables.
(v) 111 health. The final area of interest emerging from the school 
records concerned data on ill health. The measure constructed to 
analyse this variable was the veiy simple one of separating healthy 
children from children who were mentioned in any context as having 
health problems*
An analysis of the institutional case histories taken from 
the data in Rushel school records forms the substance of Part three.
(c) The teachers* questionnaire
The questionnaire that teachers were asked to complete has been 
reproduced in appendix six at the end of this chapter together with 
the letter that accompanied it. There were three main sections on the 
questionnaire. In section one the teachers were asked to grade the 
girls in three areas: that of work, general behaviour and the ability 
to get on with other pupils. The grading had to be done on a five point 
scale ranging from excellent, through above average, average and below 
average to very poor. No further instructions were given for this 
exercise.
In section two the teachers were asked to indicate girls who 
suffered from particular educational disadvantages. These disadvantages 
were defined as *factors outside school that caused children to fail*. 
Four types of educational disadvantage were included with examples that 
could fit into each area, (a) Social disadvantage, which included 
deprived home background, parental instability and cultural difference.
(b) Physical disadvantage including poor health, physical handicap 
and obesity, (c) Mental or intellectual disadvantage which included low 
intelligence and mental impairments such as word blindness, (d) Moral 
or emotional disadvantage which included maladjustment, irresponsibility 
and other deviant behaviours such as stealing and lying*
The teachers were asked to indicate whether the children had any 
of these disadvantages by ticking in boxes labelled none, slight and 
extreme. The teachers were also asked to indicate the nature of the 
disadvantage that they had identified by writing a short description in 
a space left for this purpose. In the event of teachers noting 
disadvantages that could not be put into any of the categories, a further 
space was provided at the bottom. Finally in the last section of the 
information sheet, space was left for any other additional information 
or qualifications that the teachers thought appropriate to put.
It was decided that the best way to approach the teachers was 
through the headmistress. The head broached the subject of the research 
in a staff meeting. At that time the researcher was well established in 
the school as a participant observer although her position was not at 
all clear to the teachers and had aroused some comment. The questionnaire 
was accompanied by a letter addressed to each member of staff concerned 
and signed by the head. The letter appears in the appendix to this chapter. 
It set out the frames of reference of the research as suggested to the 
teachers and also emphasised the confidentiality and final anonymity of 
the exercise. It also provided some notes concerning the categories used 
on the information sheet.
The data from the teachers1 questionnaire was used as input for 
factor analysis. The hypothesis tested was that teachers* responses 
to the questionnaire would contain an underlying pattern or rationale 
that affected the form of the particular response items0 It was thus 
thought that teachers* expectations of their pupils,in the various 
areas that were defined by the research instrument, would produce a 
more general construct of reality, within which teachers identified 
particular pupils.
The factor analysis was carried out on the seven teacher response 
categories (work, behaviour and sociability ratings; and identifications 
of social, moral, mental and physical disadvantage). The method used
was the same as that already described earlier in this chapter. Two 
factors were extracted from the data, the first accounting for 80% 
of the variance and the second accounting for 20% of the variance.
An account of the statistical procedures appears in appendix seven to 
this chapter. A composite factor index was constructed from the factor 
score coefficients and Z scores and scores were assigned to each of 
the cases in the file. The formulae used to produce the two composite 
factor indices were as follows*
Good/bad pupil factor «= (.22883*(Tidso-2.7982)/.8487)+(*10226* 
(Tidwk-3.0090)/.9954)+(.65877*(Tidbeh-2.6413)/.9939)+(.04939*(Tdefso-
1.3857)/.6l08)+(-.05890*(Tdefme-1.0852)/.3245)+(.05228*(Tdefmo-1•26°1)/
.5407)+(-.00237*(Tdefph-1.1614)/.4037).
Inadequate/adequate pupil factor = (-.00276*(Tidso-2.7982)/.8487)+(#l6 
273*(Tidwk-3.0090)/.9954)+(-.28197*(Tidbeh-2.6413)/.9939)+(.21186* 
(Tdefso-1.3857)/.6l08)+(.42752*(Tdefme-1.0852)/.3245)+(.27600*(Tdefmo 
-1.2601)/.5407)+(.12364*(tdefph-1.1614)/.4037).
The scores from these indices were recoded into three groups by 
assigning all pupils in the 75th to 100th percentile 1, those pupils 
in the 25th to the 75th percentile 2, and those pupils in the first 
to the 25th percentile 3# Score 1 represented the positive end of the 
scale while score 3 represented the negative end of the scale.
Factor one was identified as a good pupil factor, with score one 
separating good pupils from bad pupils who were assigned score 3«
The highest factor 1 score in the rotated factor matrix was that for 
teachers ratings of pupils behaviour (.9). This was closely followed by 
sociability ratings (.7) and work ratings (.6). Teachers ratings figured 
much more in this factor than did their identifications of disadvantage. 
This was confirmed by a comparison of a multiple rating measure and 
a multiple identification measure with factor one. Using Kendalls Tau 
these two measures were shown to correlate at *8 and .4 respectively. 
This also supported the interpretation given to the factor scales.
Thus high scores on factor one (score 1) correlated positively with 
high scores on the multiple rating measure (scores 1,2 etc). These 
multiple rating scores indicated above average ratings and therefore 
were in line with the interpretation of this end of the factor scale 
as referring to good pupils0
Of the teacher identification variables., the only significant 
relationships were between factor 1 and moral disadvantage (.4 Kendall)
and between factor 1 and social disadvantage (.3 Kendall). The other 
two variables did not bear a significant relationship to factor 1*
Factor 1 was thus apparently a school based factor. It related 
most clearly to teachers ratings of their pupils* attainments in 
sociability, work and behaviour. It was also seen to be linked to 
external moral/emotional and social disadvantages. This suggested 
that pupils were assessed in terms of a general school orientation 
which at its most positive produced sociable, well behaved hard 
working girls; and at its most negative produced unfriendly, badly 
behaved girls who did not work. This general school orientation was 
also seen to be linked to moral and emotional problems external to the 
school and to social problems produced in the home. In many ways the 
good pupils emerging from this analysis were typical of traditionally 
defined non disadvantaged pupils.
The second factor was identified as an inadequate pupil factor.
The highest factor score for this factor in the rotated factor matrix 
was that for teachers* identifications of pupils mental disadvantage 
(.6), this was followed by identifications of social disadvantage (.4) 
and moral disadvantage (.4)* This factor was more related to teachers* 
identifications than to the rating variables. This was confirmed 
by a correlation of .6 with the multiple identification measure and only 
.02 with the multiple rating measure (Kendall). In the rating area 
the strongest correlation was that of .3 with work ratings.
Correlations with the other rating variables were not significant 
although it was interesting that the factor had a slight negative 
correlation with the behaviour rating.
Factor two was apparently a non school factor stressing external 
disadvantaging variables. Mental disadvantage was its strongest 
element but this was seen to be closely linked to social and moral/ 
emotional disadvantage. In school it was reflected in low work 
achievement rather than poor behaviour or unfriendliness. The inadequate 
pupil factor was recoded into a three point scale with score 1 
indicating adequate pupils, score 2 average pupils and score 3 
inadequate pupils. (See appendix seven for the factor analysis figures).
M .  The sociometric questionnaire
The sociometric questionnaire is reproduced in appendix 8 of
this chapter. "The people in my class" was a sociometric test designed 
to gather information about pupils* perceptions of each others* 
behaviour, work quality, command ability and ideal person. The test 
itself was taken from a book aimed at helping teachers to diagnose 
their own classroom situations (Fox, Luszki and Schmuck, 1966).
There were six items on the instrument. Pupils were asked to name the 
three persons in their class who were most appropriate in each of 
the categories. The pupils put their own names and class number at the 
top of each sheet and filled in the names of three girls in each 
of the sets of spaces left for that purpose.
The six items on the sociometric questionnaire and the attributes 
that they were intended to test were:
(l) Cooperativeness: "Which three persons in your class are most 
cooperative with the teacher and like to do what the teacher wants 
the class to do?". (2) Uncooperativeness: "Which three persons in 
your class most often go against the teacher and what she would like 
the class to do?". (3) High ability: "Which three persons in your class 
do you think show the most ability to learn new things that are taught 
in the school?". (4) Poor attainment: "Which three persons in your 
class do you think could make the biggest improvemt in their 
schoolwork if they wanted to?". (5) Command: "Which three persons 
in your class are most able to get other people to do things?".
(6) Ideal person: "Who would you most like to be if you could not 
be yourself but had to be someone else in the class?".
In items one to five, the three persons chosen were given equal 
weight on the questionnaire. For example in item five the pupils had 
to finish the sentence "The three best learners are.....". This was 
not the case for item six where the pupils were asked to name who they 
would most like to be, and then to name two other persons they would 
also like to be.
The number of nominations received by individual children in 
the six sociometric categories ranged from none to twenty four. It was 
decided to group these nominations initially on a six point scale as
follows: (1 = no nominations) (2 = one nomination) (3 = two nominations)
(4 = three nominations) (5 = four, five and six nominations)
(6 *3 seven or more nominations). The categories into which the pupil .
responses were grouped provided a workable scale, placing pupils on a 
continuum in relation to the number of times that they were identified 
by their peers as falling into the various sociometric categories.
Further regrouping made possible the examination of the data in terms 
of the degree of consensus operating for each variable. Consensus 
varied between the six variables in such a way as to increase confidence 
in the validity of the research instrument as a whole. Three areas 
of consensus were constructed for each of the variables. The first 
area of consensus related to children not identified by any of their 
peers. This was an example of high consensus. The second area of high 
consensus concerned pupils who were identified by four or more of their 
peers. The third area was an area of low consensus and included pupils 
who were chosen between one and three times only. Area three, the 
area of low consensus, would have included choices that were not made 
seriously but also it would have included choices in areas where no 
general consensus existed.
It was fairly obvious from the correlation matrix for the six 
variables that the data was related to two broader underlying factors. 
Factor analysis did in fact substantiate this hypothesis. Two broad 
factors emerged from the data both when the input variables were the 
original scaled items and when the consensus categories were used. The ■ 
factor weightings were lower in the latter case but the pattern they 
presented was similar to that when the scaled items were used.
Appendix nine gives the statistics associated with the factor analysis, 
the method of factoring used has already been described. Two factors 
emerged, the first accounting for 61% of the variance and the second 
for2>^  % of the variance. Two composite factor scales were constructed 
along the lines described in previous sections. The scales were recoded 
into three groups by separating the top and bottom quartiles from the 
two middle quartiles. The following formulae were used in the construction 
of these scales. Popularity factor = (-.05719*(pdefbad-2.4l60)/ 
1.7835)+(.26699*(pdefgood-2.6382)/l.695)+(.'l3751*(pdefboss-2.6696)/
1-.6799)+(.57701*(pdefswot^2.6838)/l.7320)+(.0127d*(pdefdunc-2.7493)/l.5 
638)+(.14846*(pdefidel-2.1966)/l.4197)* Alternative authority factor =
(.67771*pdefbad-2.4160)/l.7835)+(-.01454*(pdefgood-2.6382)/l.6895)+(.19 
383*(pdefboss-2.6696)/l.6799)+(.06525*(pdefswot-2.6838)/T.7320)+(.17675 
*(pdefdunc-2.7493)/l.5638)+(.07330*(pdefidel-2.1966)/1.4197).
Factor one was labelled a popularity factor. The main loading on 
this factor was on ability to cope with new work and this related strongly 
to cooperativeness and being chosen as an ideal person. Being able to 
get others to do things was also important. It thus appeared that 
where factor one was the strongly influential factor, command was 
seen in leadership rather than bossing terms (an extended discussion 
of this can be found in chapter 13).This factor also bore a negative 
relationship to both uncooperativeness and low achievement. On this 
basis it seemed likely that the factor could be interpreted as 
relating to pupil popularity, where popularity was based on 
traditionally acceptable school values. The popularity factor was 
scaled 1. Unpopular 2. Average popularity 3* Popular.
Factor two was labelled an alternative authority factor. Its main 
components were going against the teacher, thus disputing her authority; 
producing poor work, thus blocking the teacher from adequately performing 
her role; and getting other children to do things, thus providing 
alternative direction. There was also a strong negative relationship to 
doing what the teacher required. Ideal persons were not important to 
this factor neither were the most able category although in the latter 
case there was a slight negative relationship to the factor.
(e) The sentence completion questionnaire
The sentence completion questionnaire is reproduced in 
appendix 10. Because, of shortage of time not all the items have been 
used in this study. The original instrument was comprised of 33 
items. These items were uncompleted sentence stems. The pupils were 
instructed to finish the sentences in order to tell how they really 
felt. They were told that there was no right or wrong answer.
The exercise was carried out without allowing the pupils to 
communicate with each other. At the top of the questionnaire 
the pupils were asked to put their names and classes.
Two composite measures were constructed from this data and 
thtrTeeq other stems were used to illustrate aspects of the pupil*s 
orientation to school. The two compositC.measures were based on eight 
of the sentence stems. of the stems were thus not used at all.
The first of the composite measures produced was a measure 
of children*s school adjustment. Five of the sentence stems relating 
to school and schoolv/ork v/ere used for this measure. They were 
"Ify schoolwork....", "Studying.....", "Homework is.. ...", "Learning 
out of books is.....", and "This school...,.". The coding of these 
five stems is outlined in detail in chapter seventeen. It was possible 
to code the responses into positive, neutral, negative statements 
which were added together and recoded on a five point scale.
The second of the composite measures was a measure of self 
concept* For this three of the sentence stems v/ere used. These 
sentence stems v/ere: "many times I think I am.....", "When I look 
at other boys and girls and then look, at myself I feel.....*', and
lrWhen I look in the mirror I .". An outline of the sort of
responses made to these stems appears in chapter 22. The three stems 
v/ere coded into positive, neutral and negative categories and a three 
point scale was computed.
6. STATISTICAL TECHNIQUES
Throughout this study of Rushel school,use was made of the 7^00 
Imperial College computer and of the Statistical Package for the 
Social sciences (SPSS). Two magnetic tapes v/ere used, one for 
filing the data and the other for data transformations. Considerable 
use was made of the computers data transforming facilities particularly 
the*recode*and*compute*conventions. The tabulation facilities were 
also extremely useful and the major summary statistics used in this 
research were chosen because they v/ere available as part of the 
routine computer offprint. The wide use of composite measures in this 
research, and the enourmous number of variables used in these 
measures v/ould not have been possible without compilation facilities.
One statistical procedure that the SPSS package offered which 
has been used extensively in the research was factor analysis.
This procedure .was chosen because of its usefulness as an exploratory 
technique. Factor analysis seemed to offer endless opportunities for 
selecting regularities in the data without imposing predetermined 
categories on it. The data itself \^ as too unwieldy to be dealt with 
as a total. Factoring made possible the selection of smaller, and 
one hoped meaningful, clusters or dimensions.
The method of factoring selected was that of principle factor 
with iteration (PA2).,; the rotation was Varimax with ICaiser 
normalization. The SPSS computer package provided the necessary advice 
on selection of factoring.procedures.
There are several methods, of -factoring and several possible 
rotations. Principal factoring provides, a spatial view of the data 
but with the main clusters linked like the spokes of an umbrella in 
relation to its handle.. The.handle acts as a point of reference against 
which the.relationships of the rest of the data are measured. It is 
this imaginary reference point that represents the factor, and it is 
its interpretation that leads to an understanding of the patterns 
underlying the data. The real secret of factor analysis in social 
science lies in the coding of the initial data and in its final 
interpretation. .
Several factors can be extrapolated in any factorial 
The concept of variance (which is an index of the dispersion of 
scores) is important to the logic of the operation. The main factor 
explains the largest part of the common variance, the second factor the
next largest amount, and so on till all the common variance is
explained.
The procedures outlined above ate in fact the second stage of the
mathematical routine of factor analysis. In the first stage a matrix
of inter correlations.between variables is produced. The second stage, 
that of interim factorization makes possible the selection of a 
smaller number of central axes around which clusters of variables appear 
to be related in a statistically significant way. This second stage is 
considered to be a mathematically elegant solution but one that does 
not lend itself to the production of sociological meaningful data.
The final stage of the procedure is one in Which the interim solution 
is transformed or rotated in order to come to a sociologically 
acceptable final solution. In simple terms it is a mathematical 
manoeuvre, that enables more of the data to fall within the possible 
area of explanation, thus giving the researcher wider margins within 
which explanations can be offered..
There are of course dangers in this technique. The emerging patterns 
are tentative and require the support of other evidence in their 
interpretation. The final success can only be in terms of the data*s 
applicability to other issues.
7* NON RESPONSE
Non response varied in different areas of the research. Complete 
data was available for the organizational variables. Data in the 
institutional case histories was not complete. In some cases this 
was clear but in others there was no indication as to whether the 
data was missing or the pupil did not fall into the category.
In fact information on missing data was only available for three 
of the variables taken from the school records. Data on family 
size, date of emigration and verbal reasoning score clearly 
missing. For 27/o. of the pupils data was missing about family size, 
but date of emigration was not available for only four first generation 
immigrants and the verbal reasoning scores we re ctu?svac  ^for Only 
fourteen children.
Of the twelve teachers approached for the teachers* questionnaire 
nine completed the information sheets though one of these argued 
that she had insufficient information for filling in the section 
on work* Of the three teachers that did not fill in the sheets, all 
felt that they did not have time. One was a housemistress and 
suggested that much of the information was too confidential to make 
available for research. The other two had every intention of . 
filling in the sheets but never got around to doing it.
Missing data for teachers ratings of pupils.
Total Missing % of total
Work 551 122 34.8?S
Behaviour 551 91 25. %
Sociability 551 91 ■25.9%
59 pupils out of the 351 pupils in the school could not be 
contacted to fill in the sociometric questionnaire. Apart from this 
non response there were variations in the response to each item. 
Pupils found it easier to name one person in each categoiry than to 
name a second or a third person. Consequently fewer pupils were 
named as second or third choices than as first choices. Pupils were 
most willing to name cooperative classmates, and following these poor 
achievers, non cooperative classmates and able classmates. Response 
was poorest for ideal persons and those with command qualities. These
latter two categories forced the pupil to make positive personal judgements 
in favour of their classmates while the other four categories involved 
them in more objective assessments of features of classroom 
participation. It is likely that this personal involvement produced 
the poorer response rate as pupils were not willing to make explicit 
their more personal feelings. Table 1 in appendix eleven lists the 
responses of pupils to the sociometric questionnaire by sociometric 
category and tutor/class group.
The last of the instruments used was the sentence completion 
test which was attempted by 318 of the 351 girls at Bushel. Only 
33 giuls could not be contacted at all to fill this in. Response to the 
different items varied considerably. Hissing data for each item 
is reported in table 2 in appendix eleven to this chapter*
The missing data for individual items varied from' 34 missing cases 
for questions two and four to ninety four missing cases for 
question thirty three. Generally speaking the response worsened from 
the start to the finish of the questionnaire - an indication that 
the pupils probably got tired. The reason for the high incidence 
of missing data for question 13 was that many children argued that 
they did not 1learn out of Books* and therefore did not complete 
the sentence.
8. CONCLUSION
In this chapter theoretical and methodological problems have 
been considered alongside the more mundane problems of getting computers 
to do ones arithmetic and assessing the importance of non response.
Yet it is only in terms of these mundane problems that the grander 
theoretical issues,and questions in the philosophy of science,find 
their meaningful roots. It is probably worth ending this chapter 
with a rather thought provoking quotation from Blumers
Man empirical science presupposes the existence of 
cm empirical world. Such an empirical world exists 
as something available for observation, study, and 
analysis. It stands over against the scientific 
observer, with a character that has to be dug out 
and established....”
(Blumer, 19&9» p21)•
APPENDICES TO CHAPTER THREE 
APPENDIX ONE: LIST OF PUPILS AT HUSHEL SCHOOL
Pupil numbers Year group House Stream Class
1 to 12 First Red A 1
13 to 22 B
23 to 31 C
32 to 44 Blue A 2
45 to 56 b
57 to 62 c
63 to 72 Green A 3
73 to 81 B
82 to 90 C
92 to 104 Second Red A 4
105 to 113 B
114 to 123 C
124 to 129 Blue A 5
130 to 145 B
146 to 153 C
154 to 165 Green A 6
166 to 175 B
176 to 184 C
190 to 203 Third Red A 7
204 to 212 B
213 to 220 C
221 to 230 Blue A 8
231 to 241 B
242 to 251 C
252 to 263 Green A 9
264 to 274 B
275 to 281 C
290 to 298 Fourth Red G.E. 10
299 to 312 Comm.
315 to 314 S.E.
315 O.P.
316 to 328 Blue G.E. 11
329 to 350 Comm.
331 to 339 S.E.
340 to 341 O.P.
Pupil numbers Year group House Stream
342 to 357 Fourth Green
358 to 360 
361 to 364 
365 to 367
G.E. = General Education = A stream 
Comm. = Commercial Education = B stream 
S.E. a* Social Education =s G stream 
O.P. = Office Practice = C stream
G.E.
Comm.
S.E.
O.P.
Class
12
Total number of girls = 351 (Nos. 13 and 3$ were not used).
APPENDIX' TWO
BUSHEL SCHOOL STAFF LIST
Teacher number Class House Subject
1 *     —   ---------
2 *     —  -
3*
4*
5*
6 *
7*
8
9
10*
11
12*
13
14 
15* 
16* 
17* 
18* 
19* 
20 
21 
22
23
24 
25* 
26* 
27* 
28* 
29* 
30
31*
32
33 
34* 
35
Key:
1
4
7
10
m
Bed Geography
Red English
Red History
Red Sociology
Red Needlework
—  Red /////
—  Red Music
—  Red Social studies
—  Red ff+ H
—  Red Mathematics
—  Eed t m
_  Red /////
2 Blue Art
5 Blue Remedial
8 Blue Science
11 Blue English
** Blue Lab Technician
—  Blue Needlework
—  Blue Housecraft
—  tm
—  Blue /////
—  Blue Geography
3 Green Mathematics
6 Green French/English
9 Green R.E.
12 Green Remedial
** Green P.E.
—  Green f f f f f
—  Green Science
— - Green t m
—  Green P.E.
—  Green Housecraft
Green f f f f f
*=* « 5th form mistresses 
///// - subjects not knov/n 
* ss full time teachers
Other status
Head mistress
Deputy head mistress
Red housemistress/Geography head
Subject responsibility 
Needlework head (5th form)
Social studies head/Careers
Sixth form mistress (senior)
Blue housemistress/Art head 
Remedial Dept. head
English Dept, head 
(5th form)
Green housemistress/Maths head 
French responsibility 
Subject responsibility
Head of P.E. (5th form)
Head of science
Head of housecraft centre
RUSHEL SCHOOL
TO BE FILED WITH 
PUPIL*S RECORDS
DATE OF INTERVIEW
DATE OF ADMISSION
APPLICATION FOR ADMISSION (CONFIDENTIAL)
NAME (surname)______ ;_________ Christian names
PARENT»S NAME, if different 
ADDRESS TEL.NO,
DATE OF BIRTH RELIGION
FORM TUTOR GROUP
FAMILY BACKGROUND - Place in family
Father*s occupation 
Names of sisters in this school 
Special family circumstances: 
(including mother’s occupation)
Special health factors
Was child bom overseas?
(excluding Northern Ireland and Eire) YES/NO
If the answer to the above question is yes please see
overleaf.
Did the child arrive in this country during 197 YES/NO 
CHILD’S INTERESTS - Can she swim? YES/NO
Has she played for school team? YES/NO
If YES state game(s) ________ . _____ _________________
Can she play a musical instrument? YES/NO 
Hobbies
Club membership^ 
Ambitions
PERSONAL IMPRESSIONS AND COMMENTS
PLEASE TURN OVER
Date of 
Birth..
Date of arrival 
in U.K........
DATE OF ADMISSION 
to present school
Country of origin............ ..Whether from town.............
Country.••••••••••••
Was child left behind by mother?...........If so at what age?..........*.
Education in country of origin. ............  ••••
Any significant medical information.
If recent arrival, indicate if likely to need referral to Language Centre.
APPENDIX FOUR
Table 1. Varimax rotated factor matrix after rotation with Kaiser norm­
alization. Social stigma factors.
Social stigma variables Factor 1 Factor 2
Dislocated home (homdis) .19405 .18514
Absent parents (parabs) .01062 ♦25615
Poverty- .56188 .51286
Inadequate parents (inadpa) .49528 -.00265
Family size (famsiz) .06179 .52099
Contact with welfare agencies (conwel)
i
.60548 .06512
Table 2. Eigenvalues and variance for two social stigma factors
Factor Eigenvalue Pet.of Var. Cum. Pet.
1. .89067 71.6 71.6
2. .55750 28.4 100.0
Table 5# Factor score coefficients for the social stigma factors.
Social stigma variables Factor 1 Factor 2
Homdis .08506 .10886
Parabs -.01670 .17433
Poverty .19594 .21606
Inadpa .51672 -.05771
Famsiz -.02522 .44162
Conwel .45117 -.01950
Figure 1, Graphical representation of the social stigma factors
Horizontal factor 1. *
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Key: 1 Homdis
2 Parabs
3 Poverty
4 Inadpa
5 Famsiz
6 Conwel
APPENDIX FIVE
Table 1• Varimax rotated factor matrix after rotation with Kaiser 
normalization* Moral stigma factors.
i Factor 1 Factor 2 Factor 3
Behavl (stealing) .56611 .21322 .03858
Behav2 (uncooperativeness) .40362 .31809 -.00086 !
Behav3 (unsociability) .70163 -.08016 .28502
Behav4 (truanting) .34331 .25768 .27887
Behav5 (untrustworthiness) .84150 -.05528 .10366
Bmotdf (Emotional difficulties) .14379 .22877 .29302 [
Conpol (contact with the police) .01078 .52166
j
.20894 |
Conwel (contact with the welfare auth.) .04763 .47051 .06380
Conchg (contact with child-guid auth,) .12710 .10818 .61533 |
Schatt (school attendance) .01616 .04053 .26061 ]
i ' i
Table 2. percentage of the variance for each of the moral stigma 
factors.
Factor Eigenvalue Percentage of var. Cum.pet.
1 2.18336 64.7 64.7
2 .79057 23.4 88.1
3 .40027 11.9 100.0
Table 3. Factor score coefficients. Moral stigma factors.
Factor 1 Factor 2 Factor 3
Behavl .15649 .16155 -.09574
Behav2 .11664 .21205 -.09298
Behav3 .26648 -.17086 .21181
Behav4 .03905 .13843 .10991
Behav5 .56141 -.15385 -.09027
Emotdf .00292 .10390 .12285
Conpol -.02225 .34637 .08252
Conwel -.00686 .29431 -.00646
Conchg -.05659 -.01204 .49785
Schatt -.03612 -.00009 .14442
Figure 1. Graphical representation of the Behaviour factor.
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Figure 3# Graphical representation of the child guidance factor.
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10 Schatt.
, TEACHERS QUESTIONNAIRE
Name 
Class 
Section 1
Please grade this girl in each of the areas listed below by ticking in 
the appropriate column.
A i B . ' ! C ; D
Excellent'f Above ) Average Below
; average\ * average
E
Very
poor
iArea 1 
'Work
I Area 2
IGeneral behaviour
[Area 5 Ability to 
get on with others
Section 2
Please indicate if this girl suffers from an educational disadvantage 
by ticking the appropriate column. Also briefly explain the exact nature 
of this disadvantage.
^Disadvantage] None Slight f Extreme 1« 5 Nature of disadvantage
^Social s j 5' \ ■ 
1 1
t .i. 5
^Physical (i t
V. v ? !' i
i ' l 
p Moral s
1 I. ...... i ! 1
1 i j I j 
1 Mental j j !
1 i * 
[Any other <
I J I _ 1 I 1
Section 5
In this section we would be grateful for any additional information 
that you can give.
Liaxe ~ • *■
Dear
At the moment the school is conducting a survey into pupil’s attitudes to 
various aspects of school life. We are particularly interested in comparing the 
attitudes of those pupils who are in some way ’disadvantaged’ in school, with the 
attitudes of other pupils.
Please could you fill in one of the accompanying forms for each girl in your 
class. This information will enable us to separate-the ’disadvantaged’ from the 
’non disadvantaged' children, to catagorise the disadvantages, and to indicate whether 
the girls suffer from one or several types of disadvantage. It will also convey in- . 
formation about the general standard of work, behaviour and sociability for all 
children in the group.
This information will be treated with the strictest confidence* It is hoped 
that the task will not take up too much of your time* Below are some notes which 
explain more fully the catagories used on the form.
Notes
Section 1. r^his is divided into three areas: work, general behaviour and the ability 
to get on with other pupils. You are asked to grade the girls in each of these areas 
using the 5 point scale: A excellent, B above average, C average, D below average,
E very poor.
Section 2. Many children fail in school because of outside factors. These factors 
are numerous. On the form they have been seperated into four very general types of 
disadvantage. These are:
(a) Social factors. These include deprived home background, parental instability, 
cultural difference etc,
(b) Physical factors. These include poor health, physical handicap, obesity etc,
(c) Mental or Intellectual factors. These include low intelligence, mental 
impairments such as word blindness etc,
(d) Moral on? emotional factors. These include maladjustment, irresponsibility, 
compulsive stealing* lying etc.
Section 3. This section is to enable you to make any additional comments that 
you think will be useful, or to expand on any information that you have already given. 
If you do not have any other information please leave this section blank.It is 
most likely that you will only want to make additional comments for some girls.
Thank you for your cooperation,
APPENDIX SEVEN
Table 1. Varimax rotated factor matrix after rotation with Kaiser 
normalization. Teachers questionnaire.
Teacher variables Factor 1 Factor 2
Sociability ratings (Tidso) .69399 .11164
Work.ratings (Tidwk) .35636 .28509
Behaviour ratings (Tidbeh) .87205 . 0 CO ON O
Identifications of disadvantage
Social (Tdefso) .24167 .42610
Mental (Tdefme) .14023 .58630
Moral (Tdefmo) .48130 .40688
Physical (Tdefph) .00445 .27459
Table 2. Percentage of variance for each teacher expectation factor
Factor Eigenvalue Pet of variance Cumulative pet
1 2.18305 80.2 80.2
2 .53982
— -  ............-
19.8 100.0
Table 3. Factor score coefficients.
Teacher variables Factor 1 Factor 2
Tidso .22883 -.00276
Tidbeh .65877 -.28197
Tid .10226 .16273
Tdefmo .05228 .27600
Tdefme -.05890 .42752
Tde so .04939 .21186
Tdefph -.00237 .12364
Figure 1. Graphical representation of the Teacher expectation factors. 
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APPENDIX EIGHT
Name: 
C 1 as s
The peoole in my rjass
1. Which three nersons in your class are most often able 
to net other people to do things?;Write the names of the 
puoils you select.
Punils name
The three who are most often able to get_________ _______________
others to do things are: ■ . ■  •
?. Which three persons in your class are most cooperative
with the teacher end like to do what the teacher wants the class 
to do?
Punils name
The three most cooperative pupils are:_______________________________ _
3. Which three persons in your class most often go against the 
teacher and what he would like the class to do?
IPupils name
The three punils who most often go against________________________
the teacher are:  '______ '
4. Which three persons in your class do you think could make the 
bingest improvement in their schooluork if they wanted to?
Punils name
The three who could improve most, are: • ______
5. Which.three persons in your class do vou think show the most ability 
to learn new things that are taught in school?
; Pupils name
The three best learners are:   -   ■
Who would you like to be in your class if you couldnt be yourself 
but had to be someone else?
Pupils name
Who would you most like to be? 
Who else would you like to be? 
Who else would you like to be?
APPENDIX NINE
Statistics of factor analysis for the sociometric data.
Table 1. Varimax rotated 
normalization.
factor matrix after rotation with Kaiser
Factor 1 Factor 2
Cooperativeness .65863 -.24274
Uncooperativeness -.23129 .83889"
High ability . .82087 -.06336
Low achievement -.14047 .58446
Ideal person .48258 .06795
Command .23149 .54167
Table 2. Percentage of the variance for each of the moral stigma 
factors.
Factor Eigenvalue Percentage of variance Cum.5^
1. 1.76805 61.5 61.5
2. 1.10556 38.5 100.0
Table 3* Factor score coefficients
............... ......  . ............
Factor 1 Factor 2
Cooperativeness .26699 -.01454
Uncooperativeness
ONr—LfNO.1 .67771
High ability .57701 .06525
Low achievement .01270 .17675
Ideal person .14846 .07530
Command .13751 .19383
Figure 1. Graphical representation of the two sociometric factors.
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Key: 1 Cooperativeness
2 Uncooperativeness
3 High ability
4 Low achievement
5 Ideal person
6 Command
APPENDIX TEN oo
NAME:.............. ............ .
CLASS:. . . .  ............. .
SENTENCE COMPLETION FORM
On the lines below are some sentences that are 
started but not finished. Complete each sentence to 
tell how you really feel. There are no right or wrong 
answers.
— — j— am—be-&t—when— ncA
2. My schoolwork
•3%--- Someday—I- ' SI e ^
4. Studying is
5. Many times I think I am
6. I learn best when
2.
8. When I look at other boys and girls and then look at 
myself, I feel
9. Homework is
11. Some of the best things about this class are
12. I get in trouble when
13. Learning out of books is
yv0
3. '
±4r.----If~~I~cou 1 d~~be someone else, I- uvd
15. If only teachers
1-6-i— ^ h e n - i- a in - b y ^ y ^ lr f —, ^  ia'n iao1 u s f
17. To keep from getting into a fight, you must
3r8-s--- 1—  am-happiest when-_____  S U  ^  viol u s e d
19. To get along well in a group, you have to
20. I can't learn when
/21
21. Making friends is hard if
J2~2n---What- I—like to-do-most-is-
23. If I should fail in school
24. When I look in the mirror, I . ______
25. In class, working by myself is -______.
-2-6nr-- When---I - am- older ________Swgwx vaot -us^ -gci
27. Some of the worst things about this class are
28. I get mad when
— — Mo-3t--of— a-l-l---I--want to
30. In class, working with others is ________
63b--- -I- of ten-wish S t e m  Ao^~ ______
32. My teacher thinks I am .
33. This school
APPENDIX ELEVEN
T n b 1. r One*. The non response of pupils 
by sociomelric category and tutor/form 
are indicated),
to the sociometric 
. (The three choice
questionnaire
groups
S oriomet.r i-c ' 
C at.nnory
I . •
£ c h o n 1 11 j 
| 1 | 2
tor/
3
form
4 5 fi 7 n 9 10 11 12 T otal
C ommand 
1st choice 7 3 10 I 6 8 8 4 3 8 7 9 7 80
2 nd choice 7 4 10 i 6 9 8 4 4 9 8 9 7 85
3rd choice 10 5 10 I 7
i .
11 10 7 6 12 8 13 9 108
j
jC oonerativennss 
1 st choice 8 4 4
i
5 7 i
7
! .
I
I 3i 2 3 7 6 7 63
?nd choice 8 6 4 6 7 i 7 I ^ '! 3 3 3 7 6 7 67
3rd choice 8 8 5 6 8
<
9 6 9 6 10■ 7
7 89
i
Non-cooperative j 
1 st choice j 7 3 4 6 8 8 4
'
3
'
3
*
7 7 7 67
2 nd choice 9 6 4 6 8 ? 8 4 4 3 8 7 9 76
3rd choice !
... . i
12 11 11 9 8 t 8 4 7 3. 9 7 11 1 0 0
i i
sPoor attainment f 
1 9 1. choice | 7 4 5
.
6 8 I 8 3 2 3 6 8 7 67
2 nd choice j 7 5 6 7 8 II 8 3 3 4 6 8 7 72
3rd choice j 9 7 9 9
f
9 i! 9 5 7 9 9 8 8 98
'
'Hioh ability j 
i1 st choice I 9 3 5 6 8 7 3 3 !i 2 7 7 8
I
6 8
' * I2 nd choice j 10 4 6 7 9 9 3 3 j 4 7 7 9 78
3rd choice | 12 7 7 8 9 10 5
. i 
6 ! 6 8 7 1 0 95
Ideal Person j
1 st choice |
\
16 7 11
[
14 j 15 14 9
’ j 
10 !
[
i
12 j11 11 15 145 |
2nd choice ] 16 10 14 18 !18 18 14 15 ;21
I
15 14 18 191 j
3rd choice I 19 11 18 20 18 ;21 16 i
(
17 ' 21 17 14!I 19 . 211 [
59 pupils out of the possible 351 did not fill in the
i
questionnaire
at ell. Other non response was the result of refusal to fill in
particular items •
Table 2• Number of missing cases for each question on the
sentence completion test
Question M.Data Question M.Data Question M.Data
1 • N.TJ. 12. 43 22. N.U.
2. 34 13. 83 23. 50
3. N.TJ. 14. N.U. 24. 59
4* 34 15. 46 25. 61
5* 49 16. N.U. 26. N.U.
6. 43 17. 43 27. 74
7. N.TJ. 18. N.U. 28. 50
8. 43 19. 61 29. N.U.
9. 35 20. 43 30. 61
10. N.U. 21. 60 31. N.U.
11. .74 33. 94 32. 72
Key: N.U. = questions not analysed
PART TWO
SCHOOL CAREERS AND ORGANIZATIONAL CONTINGENCIES
PART TWO
SCHOOL CAREERS AND ORGANIZATIONAL CONTINGENCIES
Part two of this account is concerned with two issues* In chapter
4 the stage is set for the empirical investigation by examining the 
« »
concept career which provides the major theoretical perspective of the 
study. In chapter 5* Rushel school is described and its main 
organizational features are analysed.
Chapter 4 shows how the concept career, which is borrowed from 
the writings of Everett Hughes, can be used to show both the influence 
of social structure and the emergence of cultural identity in the 
roles of school pupils. The concept has been used in a similar way 
by Ervinj Goffman in his analysis of the moral career of the mental 
patient. Goffman's description of career illustrates the way in which 
movement through various status positions xs accompanied by changes in 
personal identity. He thus saw identity as belonging to the structural 
arrangements that groups impose on people.
Throughout the chapter comparisons have been made between the 
theoretical work of Goffman and Hughes and specific studies of schools. 
The unforeseen contingencies of placement in a particular school or 
in a particular group within school are illustrated by Lacey's work 
on their effect on the identities of boys fortunate enough to win 
places at Hightown Grammar School. The influence of the potentially 
discrediting data in the institutional case history is outlined in 
the worK of Cicourel and Kitsuse who have described how it supported 
the educational decision makers in their evaluations and setting of 
students at Lakeshore High School. The expectations of teachers in 
the Chicago School are shown to influence classroom relationships 
in Becker's study, just as Pygmalion in the classroom illuminates 
Rosenthal and Jacobsons's work on a teacher controlled and teacher 
dominated society. The early work of Waller shows a peer group culture 
responsible for the perilous equilibrium of school despotism* where 
threats of an alternative authority structure lead to the strengthening 
of institutional dominance. Finally, the work of Hargreaves at 
Lumley Secondary Modem School has been used to show how pupils' 
individual orientations to school, their adjustment to principles of 
school learning, and their developing self images, are the core 
elements of the identities that emerge from the structural arrangements 
of the school setting.
The chapter finishes by outlining the areas of research that form 
the remaining parts of this study. Each area relates to a facet of 
the pupil's identity and presents a specific institutional setting.
The areas examined in the remaining parts of the study are: 1. The 
formal institutional setting, 2. The institutional case history, 3*
The teachers' expectations, 4* Peer group relationships, 5. Pupils' 
school orientations, and 6. Pupils' self concepts.
In chapter 5* the first of the specific institutional settings 
in which the pupils' careers unfold, is examined. In this chapter 
the school is view/ed as a formal organization. The theoretical 
perspective stresses that curriculum issues, as the centre of school 
activities, control all other aspects of formal organization. Thus 
the way in which the curriculum is defined affects pupil and teacher 
groupings, administrative concerns and the rules and rituals of school 
life.
The formal organizational structure of Rushel school could thus 
be seen to provide a set of frameworks within which Rushel girls were 
located officially. The latter part of the chapter is concerned with 
a description of formal organization at Rushel school. Both the formal 
and the hidden curriculum are described. Pupil groupings relating to 
class, year, house and stream are examined. Teacher groupings are 
analysed in terms of both academic and pastoral hierarchies. 
Bureaucratic aspects of school life are considered. Finally a brief 
account of the way that administrative routines, relating to the 
organization of time and space, become legitimating rituals, is 
given.
CHAPTER 4. THE CAREER QF THE SCHOOhPUPIL: CONCEPTS
Everett Hughes wrote that "no individual becomes a moral person 
until he has a sense of his own situation and the ways proper to it" 
(Hughes, 1937* p404). Moral, in this sense referred to the person's 
self and to his framework of imagery for judging himself and others. 
According to Goffman, questions of morality arose when considering 
the problem of identity and the idea of adult socialization (Goffman, 
1959). Mead argued that identity formation depended on a social 
context and therefore to be moral or even human demanded that one was 
socialized into an ongoing society (Mead, 1935).
Hughes carried this idea further in developing a model of ongoing 
socialization to which the concept 'career* was central. Career was 
seen to incorporate a subjective aspect, the personal identity, and 
a structural aspect, status position. It was a conceptually neat 
way of indicating the relationship between social structure and 
cultural identity. Goffman also, emphasised the two sidedness of the 
concept and argued that it allowed one to move back and forth between 
the personal and the public.
Careers can be seen to be available to individuals in all social 
contexts, though conventionally the concept's usefulness has been 
limited to the occupational context. Whatever the individual's orientation 
to life (with the possible exception of the recluse) one could argue 
that "some sequence of relations to organized life" (Hughes, 1937*P405) 
was involved, and therefore it was permissible to talk about a 
career. Hughes defined status as "that aspect of organized life that 
has a standard definition in the mores or the law" (p405)* The story 
of an individual's progression through life could be told in terms of 
his passage through a series of status positions not all of which have 
been a matter of choice. These status positions can be seen to 
constitute the objective or structural aspect of career. They may be 
rigidly defined or more or less open to negotiation at any given time.
They may be ascribed on the basis of social location without 
consideration to the personal characteristics of the individual or 
they may be achieved.
According to Hughes the subjective aspect of career constituted:
"a moving perspective in which the person sees his life as a whole 
and interprets the meaning of his various attributes, actions and
the things that happen to him" (Hughes, 1937* P409). He saw this 
identity aspect as closely related to its cultural context* This was 
because status occupancy called out in the individual and in other 
people, definitions of the situation that were the result of negotiations 
and shared interpretations. It was only where there was a serious 
breakdown of inter-personal relations or strong group pluralism that he 
considered that serious disagreement on personal evaluation could 
occur. Hughes thus saw career as a dynamic concept rather than in the 
rigid way in which other sociologists have used it.
In the study of Rushel school, career has been taken as the central 
concept although the distinction that Hughes and Goffman have made 
between the personal and the structural has not been stressed to the 
same extent. Children at Rushel school moved through a definite 
series of status positions some of which were highly structured and 
others that were far less clear. These status positions resulted 
from the formal organizational divisions of school into age, ability 
and house groups. They were also the result of the less structured 
differentiation of pupils into.positions of responsibility. They also 
resulted from the more invidious separation of individuals into the 
semi-official or unofficial roles that emerged in response to 
organizational definitions and teacher and peer expectations. All 
three aspects of status position were obviously closely linked and very 
influential in their impact on the pupil's adjustment to school and 
her self concept.
This view of career as a moving perspective on the individual's 
orientation to the social world is important in that it emphasises 
the maturational nature of socialization and stresses the dynamism of 
individual social relationships. However, the world in which the 
individual career unwinds is still a world of unforseen contingencies. 
Goffman, particularly, has stressed this aspect of career. He suggested 
that there was a random quality in the way that the social world 
confronted the individual and that this could direct the 
individual's career in the most unforeseen directions.
Goffman, in his account of the moral career of the mental patient 
looked closely at the process of hospitalization and mapped out 
some of the contingencies that affected the individual's career
within that organizational context. In fact, hospitalization can be 
seen to-have a lot in common with schooling. Both are the result of 
decisions over which the participants have little say, though whereas 
schooling is for a relatively short time each day, hospitalization 
is longer and more continuous.
Goffman argued that although people who came to mental hospitals 
varied enourmously with regard to the nature and severity of their 
illness, their responses to the total situation did not vary veiy much.
He suggested that: "once started on the way, they are confronted by 
some important similar circumstances and respond to these in some 
importantly similar ways." (Goffman, 1959* p124). He went on to add 
that these similarities did not come from the mental illness, and 
therefore occurred in spite of it. One might make similar pronouncements 
about a child's response to school. Innate skills or weaknesses might 
not be related to educational achievements and other school 
orientations. Douglas has shown this convincingly in his research into 
streaming where initial measured IQ for borderline cases was less important 
in predicting attainment than streaming, which in Goffman's terms 
was the 'important similar circumstance* (Douglas, 1964).
Goffman described the mental patient's early career in terms 
of the committal procedure. The child, similarly, would be allocated 
to a school on the basis of some sort of committal procedure. Goffman 
stressed that actual committal was dependent on career contingencies 
that did not automatically or necessarily lead to committal. Just as 
chance determined the particular state of family and medical circumstance 
that related to the mental patients situation, so family and educational 
facilities could be seen to affect the choice of secondary school for 
any particular child.
Goffman argued that committal in the first instance depended on the 
decision of the family or other authority to bring the patient's 
situation into the medical arena by calling in the medical practicioner.
It was the doctor as mediating agent who was responsible for 
confirming or identifying the patients mental illness. There were, of 
course, many family situations where it was not necessary to seek 
treatment outside the confines of the family. There were also many 
social agencies (like the law courts) who decided against clinical
definitions for certain types of deviance. Similarly many family medical 
practitioners prefered medical to psychiatric cures and would 
prescribe rest rather than committal.
Much research has shown the relevance of the family situation in 
terms of the child's secondary school placement. An obvious factor has 
been the opportunity of some families to opt out of state education 
altogether. Neighbourhood has also played an important part. There has 
been increasingly more evidence to show that secondary schools have 
not had equal shares in the educational pie. The quality of the 
local secondary school has traditionally been a reflection of the 
wealth of its neighbourhood. The number of grammar schools in an 
area has determined the percentage of the local child population 
that have had access to sponsored education. Wealth, class, 
neighbourhood - these can all be considered as contingencies that have 
affected the placement of children in secondary schools and yet have been 
unrelated to their educational needs or educational potential. Rushel 
school, with its grim Victorian facade and lack of facilities or open 
spaces, in the midst.of'its disadvantaging environment, certainly 
did not present its pupils with an equal share of the educational pie.
The role of the educational practitioner has also been closely 
linked with educational committal. Teachers have traditionally been 
the experts who have watered the seeds of parental expectations for 
their childrens' academic performance. Teachers have been willing to 
give advice on the chances of access to one type of secondary school 
rather than another. In the past it has been the teacher who has 
decided which select few in the primary school should have that 
extra coaching so important for 11+ success. The primary school 
head teacher has had to make recommendations about suitable schools 
for certain children. An interesting aspect of this was provided by the 
actual transfer slips that accompanied the child from the primary 
school to Rushel. This slip was enlightening, particularly for the 
older girls who had made the transfer at a time when the school's 
reputation was at its lowest ebb. Many of these slips contained 
implicit judgements about the pupil's worth in the form of comments 
by the primary school heads or other secondary school heads who 
had been unable to offer places at their schools. The pattern that 
emerged clearly indicated that if the child was stupid, delinquent, 
immigrant or maladjusted, then Rushel school was in some way
appropriate...... for the intelligent, well behaved and ethnically
normal, Rushel school was not seen to be suitable •
Within the secondary school itself teachers1 powers have extended' 
to determining the composition of certain groups. Although so called 
objective criteria have been applied to these groupings, labels such as 
over achiever and under achiever have supported the argument that 
much of the grouping in secondary schools has been the result of more 
personal bias* Kitsuse and Cicourel. in their study of Lakeside High 
school, demonstrated how 'objective1 criteria like test results were 
only part of the 'evidence' used in determining which groups students 
should be allocated to (Cicourel and Kitsuse, 1964).
Perhaps one of the most interesting examples of unforseen 
contingency has been the identification of educationally sub normal 
children. There has been increasing evidence that West Indian children 
have been over-represented in the ESN population in special schools.
It has been argued that the series of circumstances that have led 
to the designation of these children as ESN have been largely 
irrelevant. Thus cultural shock and inappropriate language usage 
have been taken by some educators to indicate sub normal ability.
These unforseen contingencies have created educational subnormality 
in West Indian children, because once inside the special school they 
have responded to their environment in what Goffman called 
'appropriately similar ways'. (Coard, 197*1)• The educator, like 
the medical practicioner, has thus the choice of a range of 
diagnoses and treatments for those who have been brought to his 
attention. The choice that he will make, will be just one of the 
contingencies upon which the pupil's school career rests.
After committal, Goffman described the way in which the 
mental patient's past life was reconstructed by the hospital 
personnel to form a case history. The case history was an account of 
all the discrediting facts that went to justify the patients new role. 
Case histories can be seen to be important aspects of most career 
lines. In education, it has been the primary school profile that has 
accompanied the child from primary to secondary school, and has 
formed the basis for his new case history. Of course, case histories 
have not all been discrediting. In the past, the primary school 
profiles that accompanied children to secondary modem school tended
to be discrediting in one very important respect, just as those that 
accompanied the child to grammar school tended to be credit worthy.
This was demonstrated clearly in the profiles of the 351 girl s who 
entered Rushel school between 1968 and 1972. Not one child had a verbal 
reasoning score of 1, only seven had a score of 2, and only thirty had 
a score of 3*
Goffman termed the actual period of hospitalization, the inpatient
phase. During this phase the new patient had the major problem of
reconciling his self concept with the public version of his identity
that confronted him in the institution. In-other"words he had to
present a creditable version of himself in the potentially discrediting
situation. Goffman stressed the importance of the institutional
setting itself as an arena for resocialization, The actual identity
that emerged for the new patient thus became possible from a
reconciliation of the various career factors that were present.
"Each moral career, and behind this, each self, occurs 
within the confines of an institutional system..... 
the self, then, can be seen as something that 
resides in the arrangements prevailing in a social
system for its members the self in this sense .
is not the property of the person to whom it is 
attributed, but dwells rather in the pattern of 
social control that is erected in connection with 
the person by hirnself and those around him11 
Goffman, 1959, P41•
The adjustment that the pupil makes to her secondary school 
situation has been taken as the final strand in her school career.
This involves a reconciliation of her own expectations with the obvious 
implications of her more objective situation. Lacey has documented 
the dilemma that faced primary school children socialized into 
the 'best pupil role* and later assigned to the lowest stream of 
the grammar school (Zacey, 1970). At Rushel school, anticipatory 
socialization was definitely not into a best pupil role, but nonethe­
less some children would have had higher expectations of education 
than their new situation would have indicated. Even after a period 
of fairly realistic anticipatory socialization, Hargreaves noted 
that it was still necessary for children to adjust to the more rigidly 
stratified structure of the secondary modem school (Hargreaves, 1967). 
Certainly at Rushel school many of the children had realistic
expectations of what the education system had to offer them. On the other 
hand, many of the girls who came to the school in the four years 
covered by this study, had mothers and other relatives who had also 
been to the school.For them there was nothing out of the normal about 
being placed there. For the growing immigrant population, one suspected 
that education was a desired commodity to be valued irrespective 
of conditions. For them Rushel school represented an important means 
to cultural assimilation and economic reward. They would probably 
not have realized the implications of differential school evaluation.
Various factors have been considered in relation to the pupil's 
school career. These factors can be seen to constitute the different 
strands that interweave to produce the pupil's total sense of school 
identity. An obvious limitation in this study has been that little 
account has been taken of the child's non school activities - these 
would have been considerably influential in determining his orientation 
to school. Neither was it possible to tap changes in pupils* adaptations 
over time, the rather more artificial case histoiy approach has had to 
be used instead. In the chapters that follow, five aspects of the 
pupil's school career are considered.
1. The organizational context which provides the most public 
version of the child's identity.
2. The institutional case history, potentially discrediting but not 
necessarily made public.
3. The teachers expectations.
4» The expectations of members of the peer group.
5. The pupil's school adjustment.
6. The pupils self concept.
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1. INTRODUCTION
School is a type of complov ..i.ganization. Etzioni distinguished 
schools as normative organizations in which participation was mainly 
moral (Etzioni, 1961). But schools, unlike other normative organizations, 
have captive clients. Pupils do not choose the schools that they
■ t
attend, and school personnel have little choice in the pupils they 
must teach. Parsons argued that schools belong to that particular 
group of organizations whose function it is to disseminate a world 
view (Parsons, 1951)• This links closely with the idea that schools 
act as repositories of knowledge, their main goal being the creation 
and dispersal of knowledge. The apparent disjunction between this 
stated goal and educational practice is well documented in the 
educational literature. School observers, such as Holt, along with 
other members of the deschooling movement, have argued that school 
actively kills a child*s capacity for enquiry (Holt, 1964; Illich,
1970; Reimer, 1971; Goodman, 1962)^ tfZlfcile writers like Young, 
concerned with the political antecedents of knowledge selection, attack 
the notion that the world view that schools present to children is 
either adequate or meaningful (Young, 1971)•
Taxonomies of legitimate school knowledge are difficult to find. 
There are few clear indices of educational content. General educational 
goals can be found at the national level enshrined in the various 
education acts and policies. There are also local education authority 
rationales, public examination syllabuses and individual school' ■ 
policies. But these sources of content give little insight unless 
seen in the context of their interpretation by knowing actors, 
whether these be government ministers, inspectors, head teachers, 
assistant teachers or child learners. Once organizational knowledge 
becomes lay knowledge (at whatever level) it becomes subject to 
subcultural variations in its interpretation. This is a lesson 
that has been well learned in that branch of sociology concerned 
with organization theory.
The structuring of knowledge within an organization provides 
some key to its interpretation. Organizational ideologies, for example, 
can be seen in the recruitment, selection and training of personnel.
The invidious influence of ideology pervades many of the routines that
are part and parcel of organization structure. This is clearly seen 
in the three organizations whose selection interviews were so 
carefully monitored in the Open University course on People and 
Organizations. Similarly it was obvious that organizational ideology 
v/as carefully and methodically stamped into the employees of the New 
York tele-phone company where Langor spent some time as participant 
observer (Langor, 1970). The labelling and classification of people 
in an organization provides another key to organizational meaning.
What a pupil knows in school, is partly a function of his location 
in school^and therefore related to the way school classifies people.
It will also be related to the official definition of his identity 
recorded in the school file, and in this sense will be the 
statistical construct of the organization. But equally, what the 
pupil knows about himself and his world, will be influenced by 
interaction with significant others whether these be teachers or 
peers.
In this chapter, the way in which formal organizational factors 
set limits on the.possible range of meanings that are socially 
significant, is considered. Within school, contexts are set 
formally within a world that is already organized prior to the 
pupil*s admittance to it.The formal organizational structuring of 
school presents the pupil with contexts that may be achieved or 
ascribed, that may be rigid or negotiable. They are contexts that 
are potentially constraining. To the new pupil they are the 
vexatious facts of school life (Dahrendorf, 19($)* The point at which
the pupil and the fact of society intersect was conceptualized in
the last chapter by the use of the term career, a concept that 
was seen to mirror on the one hand the fact of society (status position)
but also the individual *s active participation in that society
(identity). For the school recruit, formal organization impinges 
on her identity by defining the positions she must occupy. At 
Rushel school these divisions controlled the pupil*s relationship 
to the context, content and other actors of the educational process.
2. FORMAL ORGANIZATIONAL DIVISIONS '•
(a) Subject divisions
The organization of knowledge into teachable and leamable 
packages gives rise to its own distinct set of routines. These
routines are influenced by extra school definitions of subjects that 
are shaped in the universities and imposed through the examination 
system. Curriculum divisions are also associated with the major 
gulf between formal subjects and the subject matter of the hidden 
curriculum and the degree to which the latter is formally recognised 
and catered for in school. Subject packaging in school has become the 
focus of recent educational interest, particularly in terms of 
the debate about integration and specialization. The value of this 
debate has been that it has highlighted the importance of the 
curriculum in shaping the organization of teachers, pupils and 
administration in school.
(b) Pupil groupings
Although the organization of the curriculum can be seen as the 
centre of school activity, the grouping of children is probably the 
most important influence on their school career. Children in schools 
are primarily grouped vis a vis the curriculum. This is as true of 
younger children who are not set for subjects or divided into ability 
groups as it is for older children who are. Family groupings for 
younger children represent a formalized approach to instruction 
into the hidden curriculum, which for older children appear in the 
homogeneous tutor class groups and the house system. Age groupings 
acknowledge the appropriateness of types of knowledge to stages of 
intellectual development, while streaming recognises ability differences 
in pupils* grasp of subject matter, and setting is related to 
individual differences in interest and aspiration.
(c) Teacher groupings
A third area of organization within the school is that which 
surrounds teachers. The grouping of teachers is also closely related 
to both the organization of knowledge and the grouping of children 
within school. Subject departments recognise both imposed definitions 
of worthwhile knowledge packages and the fact that children differ 
in their relationship to knowledge in terms of age, ability and 
interest. Teachers in schools are organized hierarchically into 
different subject departments and often their positions within the 
departmental hierarchy are related to their positions vis a vis 
children of defined ages and abilities. Between department hierarchy 
is organized on the basis of different criteria. One criterion
operating in many schools reflects the external sources of subject 
status such as the examination system or university entrance 
requirements. A second source of explanation for between department 
hierarchy relates to the relative position given to academic, pastoral 
and administrative activities within the school. Often these three 
areas of academic, pastoral and administrative activities are tied to 
their own separate hierarchies which only become interdependent 
either where particular teachers play dual roles^or at the top. At the 
top of the hierarchy in schools there is rarely a division of power 
with respect to function. The head teacher has overall responsibility 
although in a large school this might be practically concerned only with 
administration. Below her there is the deputy head and occassionally 
two deputies with one particularly responsible for academic concerns. 
Below this comes the senior mistress or master and then the array 
of subject department heads and house leaders who must negotiate 
their relative status/power position with reference to either their 
seniority, the size of their departments, their standing with higher 
authority^or sheer charisma.
(O Bureaucratic structure
The fourth area of organization within school emerges from the 
three already discussed and is most pervading in larger schools.
It involves the bureaucratising tendencies that Weber saw as 
associated with all large scale, complex organizations. In school 
the administrative needs of the larger organizations have given birth 
to complex routines. The most obvious of these routines deal with the 
allocation of time and space throughout the school day in relation to 
both teachers and pupils. The tutor classroom, where registration occurs 
and dinner money is often collected, used as a basis for pastoral 
activities and a place where timetables and belongings can be kept, 
is primarily the result of bureaucratic necessity. The emergence of 
the office or bureau can also be seen to be linked to this aspect 
of school life. The need for written records expands when numbers grow 
and complexity increases. The manufacture of statistics becomes an 
important concern. The larger the.school, often the more elaborate 
the records kept. The larger the school, the more of the teachers*time 
is spent on bureaucratic chores, and the more elaborate becomes the 
official blueprint within which pupils may be located.
(e) Rituals and Routines
With the growth of bureaucracy, the clarity of the relationship 
between goals and practice often becomes blurred. It is at this point 
in organizational development that the need for legitimation becomes 
important. Often routines and rituals that celebrate the existence of 
school or the symbolic divisions within school, take on the function 
of legitimising rites. These school superstructures of ritual and 
routine are the last aspect of the school!s formal organization to be 
considered in this section. In many schools they become the 
raison d*etre of school, replacing original goals and providing 
ammunition for the critical commentators who argue that school is 
dead.
3. THE CURRICULUM .
Rushel school was a Secondary Modem school in a working class 
Inner London education district. True to the rationale of the three 
major education reports preceding the 1944 Education Act, Rushel at no 
time was directed towards academic ends (For a summary of these 
reports see Maclure, 1965)* At the time of this study it had a small 
sixth form who were attempting to gather further qualifications in the 
Certificate of Secondary Education (CSE) or were trying to convert fifth 
form passes in the CSE into their 0 Level equivalents. But even this was 
a recent innovation. The verbal reasoning scores of the school 
intake over the four year study reflected this non academic emphasis.
No pupils had a verbal reasoning score of one, and few had scores 
of two or three. The school curriculum was very much intended to 
prepare future citizens for participatory roles in their own 
communities — the hewers of wood were certainly not anticipated as 
being either the leaders or the technicians of the future.
Rushel school curriculum revolved around five central pivots 
(Figure 1). Obviously the basic skills of literacy and numeracy 
played the central part as they must do in any educational 
institution in England. All children at Rushel were required to 
participate in these activities although the form that they took 
differed through the school. English and Mathematics formed the 
centre of a basic core of subjects in the tradition of the Liberal 
Curriculum (Hirst, 19^9)• The other subjects making up the liberal 
core were Histoiy, Geography, Science, RE, Art, Music and French.
The Remedial Department was the second pivot around which the 
curriculum revolved. This was a new department and its emergence 
had occurred as the intake of coloured immigrant children had 
expanded. In a sense the presence of the Remedial Department 
reflected the recognition of at least some academic status for the 
pupils. It was a positive assertion that standards of literacy and 
numeracy below a certain level could not be condoned in normal 
children.
The third strength of the Rushel curriculum was Social Studies.
This was a compulsory subject throughout the school. It emphasised 
the school*s view of its role as being one of preparing its pupils 
for life in the community rather than for academic or vocational ends. 
Children who were successful in the CSE Social Studies examination 
were encouraged to translate this success into the more academically 
acclaimed 0 Level Sociology examination in the sixth form. Social 
Studies was also linked to practical community service. The girls at 
Rushel participated in several community projects mainly to do 
with the elderly or young children but also involving work in 
hospitals and with mentally and physically handicapped people. Work in 
this area was also linked to the work of the Careers Mistress. - In 
fact a single member of staff doubled as both Careers Mistress and Head 
of Social Studies.
A well equipped Home Economics centre, housed in a separate 
building was the fourth .focus .'of curriculum activities. Domestic 
Science was the main subject taught, but Needlework and Dressmaking 
were also imprtant.
Finally, Physical Education and Games were the fifth pivot of 
curriculum activities. Again, this importance was related to the large 
immigrant population. Many of the West Indian pupils were excellent 
athletes and were able to use their skills in competitions outside 
the school. There was an exceptionally high standard of Gymnastics and 
Dance also, and the older girls participated in the vast array of sports 
activities that are open to pupils in Inner London schools. Sports, 
in fact, was a means to high status for a school that could lay claim 
to status in few other respects.
The Rushel school curriculum was mid. way between the extremes of 
high specialization and high integration. Subject disciplines were 
taught but they tended to be those with weak classification (Bernstein, 
1975)* Social Studies tended to be the focus for a lot of specialist 
skills. It incorporated History and Moral Education, as well as 
Geography and the more typical Social Sciences, it also acted as 
a bridge for immigrant pupils between their own cultures and English 
society. One result of this was that Histoiy and RE as separate 
subjects were less important in the school than might otherwise have 
been the case. Home Economics was another integrated area in which 
practical skills were linked with elementary Chemistry and Health 
Education, as well as Home Accountancy and other Management skills.
The five major pivots of the curriculum tended to put forth 
integrated fronts. Other specialist subjects had a far less important 
place in the curriculum.
The relationship of Rushel curriculum to external sources of 
control has already received comment. It was a non examination 
curriculum and therefore its link with the Universities was weak.
The introduction of the Certificate of Secondary Education was a fairly 
recent innovation and by no means controlled the curriculum. There was, 
however, a growing tendency for change in the direction of the sort 
of skills tested by that examination. This was particularly reflected 
in the emphasis placed on the local environment and on project work.
4. THE HIDDEN CURRICULUM
One of the most important influences on the curriculum at Rushel 
was the school's concern with the hidden curriculum. The aim to produce 
worthwhile, well integrated citizens and the implications of this, were 
influential in the realm of moral training and community participation. 
The hidden curriculum permeated the five main curriculum pivots already 
outlined. Within these areas its clearest expression was through 
social studieB. Apart from lessons, the most powerful medium for the 
hidden curriculum was the elaborate system of school assembles, house 
assemblies and class meetings.
At Rushel, the hidden curriculum was highly formalized and its 
implications were made explicit by most teachers. They considered their 
main role to be pastoral rather than academic and the main job of the
curriculum to be that of providing a means of fitting the pupils into 
the local community. (Two year after this data was collected, when 
Rushel became fully comprehensive and moved to a new site, it was 
interesting to note that most of the teachers chose to play pastoral 
rather than academic roles in the new school. Although in some cases 
this choice was based on an inability to cope with a more academic role, 
in most cases it was based on commitment to the pastoral role*)
The reasons for the emphasis placed on the hidden curriculum at 
Rushel can be seen to stem from three directions. First there was the 
historic role of the secondary modem school, producing the terms of 
reference within which most of the teachers at Rushel had been 
appointed. Secondly there were the educational theories current at the 
time of this study, particularly those related to community schools 
and positive discrimination. Teachers at Rushel had considered 
applying for Rushel's designation as an EPA school but had decided 
against this. Finally, there was the very charismatic presence of a 
headmistress who was personally dedicated to less able children 
and whose personal history had been actively tied up with social and 
community work.
5. THE PUPILS
That organizational contingencies affect the direction of pupil 
careers was stressed in chapter four. At Rushel school, the child's 
initial structuring of school life occurred within the confines of 
four main ascribed groupings. These groupings existed for most of 
the pupil's school career, and were in fact only disbanded for the 
very small minority of girls who remained in the sixth form.
The year group was the basic school division and was inflexible 
in the sense that it was related to the child's absolute age. Year 
groups can be seen to emerge in large schools in response to 
curriculum demands which stress the chronological development of 
childrens' understanding. At Rushel, slow learning pupils who did not 
fit well into their allocated age category were seen as being in need 
of remedial help. Other children, deviating in the other direction 
were rarely singled out for any sort of special treatment.
There were three hundred and fifty one children in the first 
four years at Rushel. Of these eighty eight were in the first year,
ninety four were in the second year, ninety one were in the third year, 
while fourth year pupils had the smallest number, seventy eight.
The percentage of girls thus varied from 22% in the fourth year to 
2"]% in the second year. Fifth and Sixth year girls haVe been excluded 
from the study and therefore do not form any part of the statistics 
quoted in this report.
Each year group was divided into three classes or forms. These forms 
operated as the basic locational unit for the children, although 
they were not necessarily the groups in which they did their lessons. 
These form groups also linked the children to the house system which 
divided the pupils into groups that cut across the year divisions.
There were three houses in the school, and one form in each year group 
was attached to one of the three houses. All the children in the school, 
including the sixth form, plus all the teachers except the head and 
her deputy, were members of a house. The percentage of children in 
each house varied very little, with one hundred and nineteen children 
in the Red house, one hundred and seventeen children in the Blue house, 
and one hundred and fifteen children in the Green house.
Although the form groups were age and house homogeneous, they 
were stream heterogeneous. Streaming was a third important type of 
grouping that existed through the school. Lacey defined a stream 
as an 'academically differentiated, relatively homogeneous ability 
group that has an hierarchical relationship to other such groups'
(Lacey, 1974)* Three streams existed in the lower school and these 
cut across the homogeneous age and house groups. The fourth year 
was divided into four broad bands, but these have been converted into 
the three streams in order to make tabulation easier. The General 
Education band was associated with the A stream, the Social Education 
band was associated with the B stream, while the Commercial and 
Office Practice bands were associated with the C stream. This linking 
of streams and bands followed the examination expectations held by 
the school for the pupils involved. The two bands associated with 
the C stream, for example, were not expected to participate in any 
external examinations.
Each basic form group in the school (except the sixth form) 
contained representatives from each of the streams. Sixth form
pupils were not banded or streamed in any way. The three streams were 
not equal in number. One hundred and forty pupils (40%) belonged to 
the A stream, one hundred and fifteen pupils (33%) belonged to the B 
stream, while only nine1"y • six pupils (27%) were in the C stream.
Most lessons took place in the streamed groups, therefore the basic 
lesson group consisted of pupils from a single stream and a single 
year group, but with almost equal representation from the three house 
groups. Some setting occurred in the fourth year but this was within the 
confines set by the band in which the child was placed. Sixth form 
pupils had individual timetables.
To summarize j The basic group was an age group. Children mixed only 
with pupils of their own age while in class. However, pupils could 
be in a class in either a form group (which was a single house group) 
or in a lesson group (which was a single stream). The relationship of 
pupils* membership of each of these three groups is described in 
Table two. The fact that chi-square significance scores were not 
significant indicated that there was very little difference 
between the various combinations of grouping*
6. THE TEACHERS
Two hierarchies of authority existed at Rushel, one concerned with 
academic affairs and one with pastoral matters. At the pinnacle of 
each hierarchy was the headmistress and her deputy. Some teachers held 
high authority positions in both these hierarchies.
(a) Academic hierarchy
Rushel was not a large school and therefore no large departments 
existed. The biggest department was the English Department. Most other 
departments had no more than two full time members of staff with 
some part time help. Where subjects did not warrant departmental 
status, a teacher receiving a responsibility allowance was appointed. 
Apart from the subject areas around which the academic side of the school 
was organized there was also a Remedial Department and a Careers 
Mistress. A laboratory technician was also employed in the science 
laboratory. All in all there were 43 teachers employed either full 
time or part time at Rushel.
(b) Pastoral hierarchy
The pastoral hierarchy, like the academic hierarchy was headed by 
the headmistress and her deputy. Next in line of authority were the 
three house mistresses and the sixth form tutor. The housemistresses 
were responsible for the normal conduct of pastoral activities within 
the school, with the headmistress only intervening in exceptional 
circumstances. Below the housemistresses, and responsible to them, 
were the five form teaohers in each house, each responsible for 
the house members within a single age band. Other members of staff 
were also allocated to houses and participated in the house 
assemblies and other house related activities.
(c) Teacher numbers
There were fifteeen full time members of staff responsible for 
tutor/forms. These included the three housemistresses who all had 
a first form group as their form responsibility. There was also a 
sixth form mistress responsible for the whole of the sixth form, 
a careers mistress who did not have a form and the teacher who ran 
the separate Home Economics Unit. Apart firom the Head and her Deputy, 
the remaining staff were part time.
6. RULES, RITUALS AND ROUTINES
(a) Use of time
The day started at 9 o*clock with registration and assembly.
There were two different types of assembly. The school assembly 
took place twice each week. On each of the three remaining days 
one of the three houses would hold a house assembly. Pupils not 
involved in an assembl 
one child assembly took place on three days a week leaving two days 
for extended class meetings. The form groups were encouraged to 
participate in the house assemblies and took it in turn to work 
on various themes around which moral education and religious worship 
could be built. The head used the main school assemblies to communicate 
information to the pupils, to teach moral and social principles and 
also to reinforce activities, and achievements that she thought 
worthwhile.
had an extra loig form meeting. Thus for any
After assembly^ lessons began. These took place in forty minute 
periods but were often compounded for activities that needed longer 
such as Games or Art, A school bell was used to separate lesson blocks 
and apart from a mid day break for lunch, there were breaks mid 
morning and mid afternoon. Some activities also took place after 
school and Saturdays were used for occasional matches or exhibitions,
(b) Use of space
The school itself was located on the second and third flours 
of a large rectangular Victoria.r\ building. It was surrounded on all 
sides by roads. It was thus isolated with no easy access to the 
roof or the ground, and apart from the small strip of tarmac and the 
school wall around it, it was hemmed in by the roads. The tarmac 
playground did in fact house the extension of the ground floor primary 
school in a series of pre-fabricated huts. On the top floor of the 
building was an adult education institute.
The two rectangular floors that housed Rushel both had central 
halls from which classrooms led off. The staircases were either end of 
these halls adjoining the cloakrooms. Several other classrooms were massed 
at each end of the rectangle. Meals were cooked on the premises and one 
hall was used as a dining hall. The teachers took their lunch in a 
classroom converted for the lunch period. There was a tiny staff room 
and an even tinier medical room in which the Deputy Head had her desk.
The Headmistress had a larger room but it had to double as filing space 
for the school records.
Many of the classrooms in the building were given over to 
specialist teaching. Thus most rooms were designated as both specialist 
subject rooms and form rooms. Mathematics, English, Needlework and 
Remedial work all had two rooms but the other subject areas had only 
one. The Social Studies room also doubled as a Careers room. Apart 
from the normal classrooms there were specialist Art rooms which 
included a pottery; a science laboratory; a library, part of which 
was made Over a&a resource centre; and the two main halls which were 
both gymns. A separate centre, several streets away was also used for 
Home Economics and contained the requisite cookers and sinks.
(c) Rules and punishments
Rushel school had rules. It maintained certain standards of academic 
involvement and behaviour. Pupils had to attend classes and present 
adequate work. They had to participate in registration and assembly* 
they had to come to school*, and they were expected to be punctual.
They had to show civility to staff and peers. Fighting, rudeness and other 
sorts of undisciplined behaviour were forbidden. Certain standards 
of appearance were expected. School uniform was compulsory and make up 
and jewelry were not allowed in school. Pupils were expected to behave 
outside school with the decorum expected inside school, particularly 
at times when they were either coming to school or leaving for home#
Strict rules related to the pupils use of space and there were areas in 
which they could not go. Similar rules forbade the pupils to leave 
the school building at any time during the school day.
7. CONCLUSION
This chapter has dwelt briefly on some of the organizational 
contingencies that exist within school. It has emphasised the central 
part that the curriculum holds in moulding the type of organization seen 
to be appropriate for teachers and pupils and seen to influence the 
pattern of rules and rituals that emerge. Later chapters emphasise 
the importance of pupil groupings - of classes, years, houses and 
streams..... in providing virtual identities: into which the pupils 
may step. In the subsequent chapters these, groupings are seen in 
relation to other important definitions of the pupils reality.
APPENDIX 1, LIST OP TABLES .AND FIGUIiES
Table 1. Matrix of chi-square significance 
levels for the association between year, 
house and stream groups*
Year House
f
Stream
Year X .9
House X X . 6
Stream X X X
Table 2. The structure of pupil groupings at Rushel
Red House
■
Blue House Green House Total
Year 1 Class 1 (30) Class 2 (30) Class 3 (28) 88
A stream A stream A stream (34)
33 stream B stream B stream (30)
C stream C stream C stream (24)
Year 2 Class 4 (32) Class 5 (30) Class 6 (32) 94
A stream A stream A stream (32)
B stream B stream B stream (35)
C stream C stream C stream (27)
Year 3 Class 7 (31) Class 8 (31) Class 9 (29) 91
A stream A stream A stream (36)
B stream B stream B stream (31)
C stream C stream C stream (24)
Year 4 Class 10 (26) Class 11 (26) Class 12 (26) . 78
A stream A stream A stream (38)
B stream B stream B stream (19)
C stream C stream C stream (21)
Table 3* List of rooms and.their designation as subject rooms or/and
form rooms.
Room 1 Class 3 Green House Mathematics Year 1
2 2 Blue Mathematics 1
3 12 Green Remedial 4
6 8 Blue English 3
7 6 Green General 2
9 11 Blue English 4
10 16 6
11 5 Blue Remedial 2
13 13 Red Needlework 5
14 4 Red Needlework 2
15 14 Blue Science Lab. 5
16 7 Red History 3
17 9 Green RE 3
18 10 Red General 4
20 Social Studies 
Careers
21 1 Red Geography 1
22 15 Green Music 5
Figure 1. The five strands of the Rushel school curriculum
Remedial work Physical
Education
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Figure 2. The authority hierarchy for teachers at Rushel. .
■ .
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PART THREE
INSTITUTIONAL CASE HISTORIES
PART THREE
INSTITUTIONAL CASE HISTORIES
Part three is concerned with the second of the institutional settings 
in which the pupils* school careers unfold, the institutional case 
history* School records, it is argued, provide virtual identities 
for individual pupils.
In chapter six an examination of the school records as a source 
of knowledge about pupils* identities is undertaken. The chapter begins 
with a review of the perspectives used in the analysis and makes the 
distinction between school records as a potential source of 
discreditability and school records as actually discrediting histories.
It goes on to outline the data available in the Rushel school records.
This data contained information forwarded by the primary school 
as well as that collected in the secondary school. Very often the 
size of the file was a good indication of the troublesomeness of the 
girl.
In the latter parts of the chapter the institutional life histories 
outlined by the school records are shown to contain five main sets of 
data that closely conform to areas that are traditionally labelled as 
disadvantaging. In this section Goffman's categories of stigma are used 
to elaborate these areas of disadvantage. The final part of the chapter 
deals with an analysis of Rushel pupil identities in terms of the 
five areas of stigma. These five areas were classified as ethnic identity, 
social identity, moral identity, intellectual identity and health 
identity. Each area of identity was examined in terms of the child's 
potentially stigmatized position. Within each of these areas, the data 
gave rise to several variables. These have been used to produce more 
complex scales and to extract underlying factors.
Chapter seven looks at the relationship of the various dimensions 
of identity made available in the school records, to each other. The 
stigmas associated with these identity areas are seen to present a fairly 
congruent picture although the final compounding of different stigmata 
produced only fourteen girls who were stigmatized in all five possibly 
discrediting areas. Part one of the chapter looks at the relationship 
of ethnicity, defined in terms of immigrant generation, to the social, 
moral, intellectual and health data found in the school record.
Relationships were seen to exist between ethnicity and all the other 
variables although the strength of these relationships varied.
Social stigma was also related to most of the other variables with 
the exception of health. The relationship between moral stigma and 
intellectual stigma was an interesting one but neither of these 
variables related to health. Health generally failed to correlate 
with the other variables but there was a high degree of congruence 
between other measures of stigma. In concluding the chapter it was 
suggested that the evidence lent support to the notion that the halo 
effect operates where institutional case histories are being constructed.
In chapter eight, the last chapter in part three, the analysis is 
concerned with the patterning of the school record data in relation 
to the grouping of children in school. The extent to which a group 
identity flourishes in school is often reflected in the culture and 
values surrounding the formal organizational divisions that mark off 
groups of children within school. The important formal divisions of 
school were identified in chapter five as the school class, the house, 
the year group and the stream* Part one of this chapter looks at girls 
stigmatized in the five areas of identity outlined in chapter six 
in relation to their membership of school classes, houses and year 
groups. It was not expected that the institutional case histories would 
differ greatly for girls in different house groups, but it was thought 
that differences would occur between year groups and. that these 
differences would be reflected in school class divisions. Part two of the 
chapter makes a more extended examination of the different school 
classes and tries to establish the existence of school class identities. 
This is achieved by ranking the classes in terms of the proportion of 
disadvantaged children in them from each of the five school record 
identity areas, and then computing a general rank disadvantage measure. 
The final part of the chapter looks at the relationship of the pupil's 
stream membership and the content of their recorded life histories.
The proposition examined in this final part was that |ow stream pupils 
would be more likely than high stream pupils to have records 
of disadvantage in all the areas analysed from the school records.
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1. SCHOOL RECORDS AS A SOURCE OP KNOWLEDGE ABOUT PUPILS.
School records are a single source of knowledge about a pupil's 
identity. They are only one aspect of that moving perspective that 
Hughes defined as a career and that is defined in this research as a 
school career (Hughes, 1937)* The particular interest that school 
records hold for the researcher stems from two factors. They are a set 
of static observations and therefore more structured than perspectives 
that arise in the interactive context of the classroom. Also, they 
represent an accumulation of accounts that are built up over time, 
and thus make possible an historical perspective.
The school record is a seemingly bottomless source of information 
about indiscretions and memorablia. These may be both ascribed or achieved. 
Present conduct never wipes out what has been recorded in the past, 
be this a record of glory on the sportsfield, dishonour in class, or 
the stigma of low social origin. It is interesting that it is only 
relatively recently that the education authorities in this country have 
made an attempt to minimize the discrediting potential of the primary 
school, profile by rethinking its format. Similarly in moving the verbal 
reasoning score from a seven point to a three point scale, there 
has been an attempt to wipe.out the finer distinctions of discreditability 
that made possible the subdivision of the lowest category into what 
Pedley in another context has aptly referred to as the men of bronze 
and the men of dross (Pedley, 1964).
Even so, children enter their secondary school arenas marked by 
a verbal reasoning score that broadly defines for the school their 
academic potential, and is used by the school to set the child upon 
what is deemed an appropriate academic course. In those schools where 
first form streaming does not take place, the verbal reasoning score 
is very often used to confirm judgements made in the second year 
about the placing of children in suitable sets. These judgements may be 
at variance with the child's .school performance, and are justified 
in terms of labels such as 'over-achiever' and1under-achiever!.
School records are an important source of personal identifications. 
However, they are a source that may be ignored by school personnel. 
Information available in the school record does not necessarily play 
an important part in influencing the pupil's school career. Kitsuse and 
Gicourel noted that counsellors in the American High School often used
school records as a source of ratification for judgements made about 
students that were made in other contexts* This indicates that school 
records are a potential source of knowledge about, pupils that may be 
uncorrelated with the pupil1s actual school career.
There were similarities between Rushel school and the American 
Iligh school with respect to the use made of school records. At Rushel, 
all teachers had legitimate access to the school records. In practical 
terms this access was limited for some teachers. The fact that the 
records were kept in the study of the headmistress, limited casual 
use by members of staff. Access to the- records meant that some account 
had to be rendered to the head or her secretary to justify the invasion 
of her room. When she was not in her room, the door was kept locked 
for obvious security reasons. Some members of staff found this an 
important deterrent to seeking information from school records.
Those members of staff more directly concerned with pastoral care, 
particularly the house mistresses, and other senior members of staff 
found access to these records more simple. They frequently took the pupils' 
files from the records and often kept these for several days, Class 
teachers were less likely to take the files, although they did do this 
at the begining of the school year in order to glean information about 
the more infamous new members of their classes. Those members of staff 
who saw their role in academic rather than pastoral terms were least 
like. I y to seek information from, the school records.
Those teachers who made most use of the school records did not 
use them primarily as a source of information. Rushel was a small school. 
Important information about pupils was communicated in the staff room, 
at staff meetings, at house meetings, and between the headmistress 
and senior members of her staff in her room. School records were more 
important as a source of evidence that could be used by senior staff to 
justify decisions concerning particular pupils. Very often the evidence 
in the records was used in negotiations with external agencies such as 
the police, the child guidance agencies and the welfare authorities.
In these cases up to date information was also sought from those 
school personnel most directly concerned with the child (to be placed 
in the school record at a later date). Thus the evidence of the school 
records very often 'ratified' the judgements made by school personnel
and was used as 'objective* proof of the correctness of these judgements. 
It added objectivity to what school personnel 'knew' to be the'facts*. 
Finally, of course, the school records produced a dossier that could 
be used as a basis for the child's final testimonial, although often the 
pupil was known well enough by that time so as not to make recourse 
to this information necessary.
2. RUSHEL SCHOOL RECORDS
The school record or dossier was kept for every child at Rushel 
School. It was filed in a large brown folder and at the time of this 
study kept in a cabinet in the head's room. This ploy was the result of 
lack of space in the school rather than a design to keep information 
from prying eyes. Later, after this study was completed, it was 
moved into one of the new staff marking rooms and thus access to 
the records was made easier to everyone concerned.
The school records contained an assortment of documents that 
recorded information collected at different important points of 
status passage in the child's school career. Some information was 
not recorded in the School record. The child's school report was 
kept elsewhere, although where special interest in the child 
occurred there would be reference to her academic performance and 
conduct through special reports. Similarly, the child's health record 
was filed elsewhere and it was only in exceptional circumstances that 
some reference to health appeared in the record. Attendance also was 
noted in the registers rather than the school records, although where 
attendance was particularly bad or where truancy was suspected, comments 
would appear in the record.
Four documents formed the basis of the secondary school child's 
record. These documents related to the child's past history in the 
primary school and contained information about the child's social 
background; they also contained observations about the appearance 
of the child and her parents. The four documents that formed this 
basic source of information were:
(a) the primary school profile
(b) the annual school reports from the primary school
(c) the primary to secondary school transfer form
(d) the record of the first interview between the child, her parents 
and the head of the secondary school.
The primary school profile was the most comprehensive of these
documents. It contained factual information such as the name and
address of the child and her parents; the child's age, and the name 
of the primary school and its head. It also contained a summary of the 
primary school reports in a general comment about the child, her 
interests, special abilities, sociability and conduct. An objective 
assessment of the child's ability was also included plus comments about 
her English and Number standards. The objective assessment included a 
verbal reasoning score, a score on ah English test and a score on a 
number test. These scores appeared in the form of a seven point scale 
ranging from one (excellent) to seven (very weak).
The primary school reports provided expansions of the general
comment on the primary school profile. They were interesting in that 
they gave a developmental account of the child's progress in the primary 
school, covering both infant and junior experiences. Not only did 
they showthe sequence of the child's intellectual development, 
but they also recorded for some children a career that emphasised wors­
ening pathological features. These related sometimes to worsening 
attendance, at other times to difficulty in getting on with peers, 
at others to poor conduct in the classroom.
The transfer form included some information not recorded 
elsewhere, It indicated the parents* first choice of secondary school 
and the success or failure of this choice. It included the primary school 
head's assessment of the appropriateness of this choice - a comment 
that implied implicit judgement about the relationship of certain 
academic and behavioural qualities to the suitability of certain schools 
in the area for children with or without these qualities. It included 
the name of the school finally allocated for the child, the name of 
the new head teacher and the date of the transfer.
The account of the child's first interview with the head of the 
new secondary school was an interesting document. It gave an useful 
supplement to the information supplied elsewhere and also provided 
a subjective, impressionistic description of the child and her parents 
in the interview situation. On this document was found information 
about the child's parents. This included facts about racial background, 
emigration, countiy of origin, year of emigration and other details 
about members of the family remaining in other countries. The interview
form thus provided space for (a) ratification of information from 
other documents and (b) additional information or supplementary 
information.
The four documents outlined above were kept (within the main 
record file) in a thin brown cover which contained more information 
on its front. In the corner of this cover there appeared a photograph 
of the child. This provided discreet information about the colour of 
the child, information that did not appear elsewhere for black, 
non immigrant children. On the front cover also appeared a record 
of the various schools.that the child had attended together with dates 
of starting and finishing.
No other formal documents were kept for all children at Rushel 
school until the end of the third year when the childfs choice of 
fourth year course was documented. After that a record of proposed 
examination courses was also kept for 5th and 6th year pupils.
Apart from the formal documents kept for all girls, there were " 
a number of special records kept for particular children. These 
special records were mainly in the form of special reports required for 
girls who had been brought to the notice of outside agencies. These out­
side agencies may have been the probation service, the child guidance 
service, special educational services such as those dealing with 
access to schools for the maladjusted or educationally sub-normal, 
or even the police. Accompanying these special reports there was 
often to be found a report from the school psychologist or school 
counsellor.
All incidental letters and documents relating to the girl were 
also filed away in the school record. On many occasions the head would 
enter notes concerning girls who had come to her-notice in some 
particular way. For example, at one point there was a fuss in the 
school about certain comments of an obscene nature that had been 
written on the lavatoiy walls. The culprits were discovered and a 
note duly entered in the records. One of the punishments often given 
by the head to girls who misbehaved in some way was to withdraw them 
from their class for part of the day and make them write an 
explanation of their misbehaviour. This was a multi-functional task.
It kept them occupied, provided them with a rather unpleasant though 
somewhat educational task, gave them an opportunity to put their own 
case and enabled them to show some sort of contrition for the act.
The written,accounts also provided a record of the misdemeanour without 
the head having the irksome task of writing the account up herself.
Other incidental pieces of information appearing in the records 
came from both the parents and other teachers. Teachers would note 
down incidents involving particularly impudent conduct and send the 
note to the head or the housemistress in order that the girl should 
be reprimanded. All correspondence from the parents would also be 
filed. The bulk of this was made up of explanations for the girl's 
absence and sometimes included a doctor's certificate. Occu-s ionally 
there would be notes from the parents in response to complaints from 
the school about the child. Copies of letters written by the head 
about particular children were also filed and a record of important 
telephone conversations or visits from parents was also kept. All in 
all, the school record provided an extensive source of certain types of 
information about girls. From some girls the extent of this information 
could be measured by the fatness of the file, for others, the record 
was extremely thin.
3. ORGANIZATIONAL DEFINITIONS, IDENTITY AND STIGMA
It has been suggested that school records provide one source of
organizational definitions of pupils' careers. The pupil identities
emerging from Rushel school records fell into five main categories.
These five areas of school interest may be seen as frameworks within which
the child could succeed or fail, could be considered normal or deviant.
Because of the nature of record keeping, it is hardly surprising that ;
the girls with the fattest files, having the largest accumulation of
information about them, tended to demonstrate deviant rather than
conforming careers. If one looks at the five areas selected in terms
of school failure or deviance, they can be seen to relate to factors
that are traditionally labelled as educational disadvantages. These
five areas of disadvantage also conform closely to the three broad
areas of discreditability that Goffman labelled stigmas- (Goffman,1963)#
Thus (a) ethnic and (b) social identities were closely in line with
Goffman's conception of tribal stigma:
"...the tribal stigma of race, nation and religion, these 
being stigma that can be transmitted through lineages and 
equally contaminate all members of the family....."
(c) moral and (d) intellectual identities were similar to his conception
of moral stigma:
"....•there are blemishes of individual character perceived 
as weak will, domineering or unnatural passions, treacherous 
and rigid beliefs, and dishonesty, these being inferred from 
a known record of, for example, mental disorder, imprisonment, 
addiction, alcoholism, homosexuality, unemployment, suicidal 
attempts and radical political behaviour....",
and (e) health identity was near his conception of physical stigma:
".....there are the abominations of the bpdy - the various 
physical deformities.....".
4. IDENTITIES MERGING FROM RUSHEL ,‘SCHOOL RECORDS
(a) Ethnic identity
A large number of Rushel school girls were not of white, English 
origin. Differences of race were not, however, necessarily accompanied 
by differences of culture. All the children who were white, were not 
English and did not necessarily share an English cultural heritage.
Some of the children who were black had been bom in England and could 
trace their ancestry back through several generations of English 
bom parents. These children had assimilated a considerable amount of 
the English way of life.
Colour was an interesting indicator of ethnic difference. The 
pupil's colour was not explicitly stated in the school record but more 
subtly indicated in the small passport size photograph in the comer of 
all the primary school records. Information about parentage was 
available for many children. A large number of coloured children had 
been bom in this country. Apart from the second generation immigrants 
some of the children we re from coloured families that had been established 
for longer than two generations. Cultural differences obviously varied 
with the length of time that the family had been in England. The files 
also contained information about the family's generation of 
immigration, the date of emigration for the first generation immigrants, 
and information about the family's country of origin.
Two categories of coloured children emerged from the school 
records. These have been labelled white and coloured. Most of the 
white children were from the United Kingdom with less than 4% 
coming from Ireland or other European countries. The majority of . 
coloured children were black with 86 from the West Indies or of West
Indian parentage and one from Africa. Seventeen children came from Cyprus 
hut there were also children of mixed racial marriages, a Persian, an 
Indian and a girl from Burma. Table 1 shows the countries of origin 
of these two coloured groups and indicates the ratio of coloured to 
non coloured girls in the school as a whole. In fact 27% of pupils at 
Rushel school were black, while 38% were non white and 62% were white.
Generation of immigration added interesting information to that 
of colour. Seven of the white children were of foreign parentage, with 
three of these bom outside the UK. Ten of the coloured children were 
classified as non immigrants as their parents also had been bom in 
this country. Of the remaining one hundred and twenty three coloured 
children, fifty one were second generation immigrants, while seventy 
two or 54% of all coloured children in the first four years at Rushel, 
were themselves immigrants (Table 2),
Bate of emigration was available for all but four of the first 
generation immigrants. Table 3 indicates the length of time these 
children had spent in this country. Fourteen of them had arrived in 
England as recently as the current school year, while three had come 
over while only a few months old. The rest were spread over the ten 
years intervening between 1961 and 1972.
(b) Social identity
Rushel school was set in an area that conformed very closely to the 
educational priority areas defined by the Plowden Report (Central Advisory 
Council for Education, 1967)* It was Unfortunate that information 
concerning fathers1 occupations was not available in the school records, 
so no attempt has been made at this point to comment on social class.
One would suspect that the occupational categories into which parents 
would fit would be at the lower end of the social scale - this is 
confirmed by the large size of the families and the considerable 
amount of poverty that was apparent. The data available for the area 
as a whole (reported in chapter three) also supports this assumption. The 
school files did, however, provide considerable information about other 
aspects of the girls1 family circumstances. This information has been 
documented in six categories and finally two underlying factors have 
been extracted.
Family size has been taken as the first category. This was noted on 
the girl's entry to school and therefore was an under-estimation of true
family size, particularly for fourth year pupils. Where the child 
came to Rushel school after the primary transfer age, the information 
was more up to date. This date was not available for 27% of the children 
which also tended to under-emphasise the true dimensions of the 
situation. Respite the limitations of this data it was apparent that 
family size for Rushel pupils was generally large with 40% of those 
whose family size was known having four to six siblings and 13% 
having more than seven.
Poverty was the second category. The best indicator of poverty 
was the information about children in receipt of free school dinners 
or uniform grants. This information enabled the selection of those 
children whose parents*income fell below a nationally ascribed level.
Girls were put into this category if they had had free dinners or a 
uniform grant at any time in the four years being studied. One 
hundred and twenty one pupils, one third of all the children, 
received or had received at some time these welfare benefits. Apart from 
these children a further nine girls were noted as being particularly poor 
but did not apparently claim meal or uniform assistance. The total 
of one hundred and thirty children defined as poor in this way 
thus represented 36% of Rushel children.
Information about dislocation in the home was also available 
for 17% of the children. Of these, sixteen children had only one parent 
due to a variety of reasons (unmarried mothers, separation, widowhood etc). 
Twenty girls had step parents due to a parent remarrying. Twenty 
three girls came from 'broken homes* - without other details being 
specified. The records indicated that these occas ions of potential 
family upset were accompanied by definite dislocation. Cases of 
family upset in which the child had made a successful adjustment were 
probably more frequent than the figures suggested but were not 
noted in the records.
Children not living at home was the fourth category. Twenty nine 
children were noted as having spent extended periods living away from 
home. Of these, four were with foster parents and five were in care. 
Thirteen were noted as having lived with the extended family. Again 
this was probably an underestimation of the true figures particularly 
amongst the older West Indian children.
The fifth category concerned inadequate parents. In. this cate-gory 
nine children were noted as belonging to the traditional *problem 
family*, twelve had a parent who was a chronic invalid, seven had a 
parent who had suffered from some sort of mental breakdown and nine 
were noted as being over-burdened with domestic chores in the home.
The final category related to girls who were or had been in 
contact with the welfare authorities. These represented six to seven 
percent of all the girls in the Rushel study.
The compounding of these six social disadvantage Categories provided 
some measure of the general importance of social factors in the 
disadvantaging environment. Quite simply the number of different 
social stigmas were added together for each pupil, providing a scale 
that went from nought to three. Point three on the scale indicated 
the existence of three or more social stigmas. Table 4 shows the 
relationship of the six social disadvantage variables to the scale 
of compound social stigma. Family size was. taken as disadvantaging 
where there were four or more children in the family.
The scale of compound social stigma to some extent demonstrated 
the extent of the problems of social disadvantage for Rushel school 
children. Only 117 (33%). of girls at Rushel had no record of social 
stigma. 111 (32%) were recorded as having one stigma and 76 girls were 
recorded as having two stigmas. 47 children, that is 13% of all 
the girls in the study had three or more social stigmas recorded for 
them. The most frequent types of stigma were poverty and large 
families but 38% of the most stigmatized children also had some 
contact with the welfare authorities.
An useful comparison can be made between the picture of social 
disadvantage that emerged from the records of Rushel school and the 
findings of the National Child Development study (Prosser and Wedge, 
1973)* Although the two studies were not strictly comparable, they had 
a considerable amount in common.
(i) Comparison with the National Child Development Study
Three factors were taken by Prosser and Wedge as being crucial 
to any account of social disadvantage. These were: family composition,
low income and poor housing.
The national study found that 6% of all children in Britain were
living with only one parent. This compared with the 8% of Rushel
school children living away from home, the 17% of Rushel girls whose
home life had been dislocated or the 11% whose parents were defined
as insufficient. The national study, however, omitted from
consideration:
"children living with step parents....children 
in hospitals or childrens homes" p11
Despite this, bearing in mind the faCt that it was only the reported 
cases that appeared in the school records and therefore an under­
estimation of the true problem, it appeared that home dislocation 
at Rushel compared unfavourably with its national incidence.
The national survey also considered the number of children that 
made up the family. It argued that large families made for 
environments where children received less help and attention from 
adults than small families. The report found that at the ages of seven 
or eleven, one in six (18%) of British children lived in a family 
where there were five or more children. Again the figures for Rushel . 
school are not strictly comparable. Of those children where information 
was available about family size, 40% lived in families with 4 io 6 
children, 11% lived in families with 7 to 9 children, and 2% lived 
in families with 10 or more children. In other words one in two of the 
two hundred and fifty eight children for whom details of family size 
were available lived in a family with four or more children.
The national survey defined low income within the frames of
reference set by nationally applied means tests for various social benefits
"If at the time of the.interview of a parent, a child 
of the family was said to be receiving free school 
meals, or if we learned that in the family, income had 
been brought up to a minimum level by supplementary 
benefit - then for the purpose of the study the family 
were living on a low income."
Using these criteria as indicators of poverty, the study 
suggested that the 14% of British school children who fell into this 
category represented an underestimation of the true problem. At Rushel 
uniform and dinner supplements were taken as the main indices of 
poverty, and therefore the figures suffered the same inconsistencies as
those in the national study. Information about supplementary benefit 
was not available in the school records but in nine cases the poverty 
of the family was specially noted as it had given rise to some sort 
of school action in which school funds had been used to subsidize the 
pupil. In total 36% of pupils, that was more than one in three Rushel 
girls, camefrom. a poor family.
Information about poor housing was not available in Rushel 
records and so no comparison could be made for this variable with 
the national survey. Prosser and Y/edge reported that at the age 
of seven or eleven one in six British children lived in over crowded 
conditions..
In summarizing the findings of the Bom to Fail study, Prosser 
and Y/edge say :
"Of great concern also is (a) the number of children included 
in one or other of these groups, and then (b) the number of 
them who are in more than one group....More than one child 
in every three (36%) was in either a one parent family, 
or a large family, or a low income family, or a badly housed 
family*....So far we have described none of these children 
as socially disadvantaged. We have reserved this description 
for that group who were in all of the three categories 
mentioned above. They were thus in a one parent or large 
family, and they were badly housed, and they were in a low 
income family. Of course the proportion of children included 
in all three categories was much smaller. Never-the-less it 
amounted to one child in every sixteen (6%)."
Again the picture at Rushel compared unfavourably even with the 
dismal findings of the national survey. 66%, two out of every three girls 
in the first four years at Rushel, fell into one of the five categories 
of disadvantage that were defined from the school records. 34%> 
one in three of the children fell into at least two of the categories, 
and 10%, one in ten fell into three or more categories. As has been 
indicated the two studies were not strictly comparable. Considering that 
poor housing was not part of the index of social disadvantage in 
the Rushel study, it became apparent that the problem of disadvantage 
at Rushel had assumed massive proportions.
(ii) The factors underlying social disadvantage
It was apparent in looking at the six social disadvantage 
categories that there was every liklihood of them being related to each 
other or to some underlying factor. This assumption was supported
by the ease with which comparison with the national child development 
study had been possible. The hypothesis was set up and tested by 
using factor analysis. A detailed account of this procedure appears 
in chapter two. The result was the extraction of two factors from the 
social disadvantage data. Factor one was labelled social (welfare) 
disadvantage as its highest factor loadings were on the welfare 
aspects of disadvantage. Factor two was labelled social (class) 
disadvantage as it appeared to be more concerned with the family 
size/poverty dimension. Both these factors were used to create 
two complex scales of disadvantage.
Table 5 shows the relationship of the welfare factor scale 
with the scale of compound social disadvantage. The correlation 
coefficient of .9 indicates the strength of this relationship.
Table 6 shows the relationship of the class factor with the scale 
of compound social disadvantage • The correlation coefficient is weaker 
for this second relationship but is still .65. Table 7 compares the 
welfare factor with the class factor. The correlation coefficient 
of .44 in this table suggests that although the two factors focus 
on different aspects of the pupils* social problems, pupils scoring 
high on one factor also tend to score high on the second factor.
(c) Moral Identity
Moral was used in this context to denote the praiseworthy and the 
blameworthy as assessments of the individual*6 character. Moral 
identities at Rushel were partly established by the school*s record 
of emotional and behavioural stigmas, particularly when these were 
linked to poor attendance and contact with external social agencies.
The compounding of data on anti social behaviour, emotional problems, 
contact with the authorities and poor school attendance produced an 
interesting measure of moral disadvantage. The scale reflected the ass­
umption that the more varied the moral stigmas marked Up against 
a child, the greater the degree of moral disadvantage. In fact, of 
the 235 girls having some moral stigmas, 40% were stigmatized in 
only one area, 15% were stigmatized in two areas, and 12% were 
stigmatized in three or four areas.
Anti social behaviour was one of the attributes selected to 
form the moral stigma scale.. The most common form that anti-social
behaviour took was uncooperativeness in class. 29% of all schoolgirls 
at Rushel at some time or other were noted in the school record as 
uncooperative. Unsociability was the second most commonly noted behavioural 
failing. 14.5% of Rushel schoolchildren were seen as unable to get 
along with their peers. 10.5% of children were known truants from 
school, while 4*3% of pupils had been noted for stealing and -3.1% 
specifically marked as untrustworthy. Table 8 shows the number of children 
falling into each of these behavioural catagories.
One hundred and forty nine children were recorded as exhibiting at 
least one type of anti social behaviour. Fifty five girls (15%) 
were recorded as having two behavioural problems, while twelve 
children (3%)were recorded as having three or more behavioural problems. 
Table 9 shows the number of behavioural problems that the girls were 
identified as having in relation to their position on the scale of 
compound moral stigma. It is interesting to note that over half 
the girls rating three on the scale of moral stigma also had three 
or more behavioural stigmas.
Emotional problems were recorded for seventy nine (39%) of 'the 
iporally disadvantaged children. Table 10 indicates the type of 
emotional problems recorded for the girls, and the distribution of 
these problems in the four categories of compound moral stigma. As can 
be seen 23% of all Rushel girls were identified by the school records 
as having some sort of emotional problem. Anxiety was the most common 
emotional difficulty followed by aggressiveness, persecution fear, 
withdrawal, general maladjustment and school resistence.
Contact with the authorities was the third factor included in 
the data that made up the moral stigma scale. Forty nine girls (21% of 
morally stigmatized children) were recorded as having had contact with 
at least one of the social welfare authorities. These children 
represented 13*9% of all children in the study. Some of these girls had 
had contact with more than one authority. Child guidance was most 
frequently contacted (28 children), with the Welfare authorities 
second (23 children), while police were recorded as having least contact 
(7 children). No mention was made in the school records about 
children who were on probation. It is unlikely that no girls were on 
probation and therefore it may be that this was taboo knowledge and
therefore not available to those people who had access to the school 
records (Table 11).
School attendance was noted for both primary and secondary 
school. Primary school attendance was recorded in the school files 
whereas secondary school attendance was taken from the school registers. 
The primary school profile contained a four point scale of attendance 
ranging from good, irregular, broken to poor. Information was taken 
from the registers about secondary school attendance for the Autumn 
term of 1972* A four point scale similar to that of the primary 
school was constructed (Table 12).
Poor attendance was noted for those children who failed to rate 
as good on either the primary school or the secondary school scale, 
and was used as a single indicatorof moral stigma. Table 13 shows that 
46% of morally stigmatized children had a record of poor attendance (31% 
of all Rushel girls).
(i) Factors underlying moral disadvantage
The data on moral disadvantage was also examined in order to 
identify any underlying factors that might be relevant in its 
explanation. Factor analysis suggested that three underlying factors 
were present. Chapter two includes an extended discussion of how 
these factors were extracted. The factors were based on the analysis 
of ten of the moral stigma variables.- Thebe were emotional difficulties, 
the five behavioural categories, school attendance and contact with the 
three social service authorities. Factor one was identified as a 
behaviour factor QS it appeared to discriminate most effectively 
between good and bad pupils. Factor two was labelled an anti-authority 
factor and had its highest loadings on contact with the police and 
uncooperativeness. The final factor was identified as an emotional 
disturbance factor and has been labelled the child guidance factor.
Tables 16 indicate the relationship of these three factors
to the scale of compound moral stigma. The highest correlation 
was between compound moral stigma and the child guidance factor 
(.8) but both the behaviour factor (.69) and the anti authority 
factor (.68) also had high correlations.
Table 17 shows the correlation matrix for the three moral stigma 
factors. The matrix indicates that only between the behavioural factor 
and the anti authority factor was there any significant correlation. 
This confirms, that moral stigma in terms of the variables chosen from 
the school record, had several distinct facets.
(d) Intellectual identity
Two indicators of intellectual identity were present in the school 
records. One of the earliest of these indicators was the verbal 
reasoning score which appeared in the primary school profile. This 
was a score that ranged between one and seven, with six and seven 
representing very low verbal reasoning ability and one and two very 
high verbal reasoning ability.
The second indicator of intellectual disadvantage taken from 
the school record came from statements made by teachers about the 
remedial problems of certain children. There were those cases where 
the child was noted as having suffered from general backwardness, 
reading difficulties or was suspected of being ESN. 'There were those 
cases where comments had been made about the child*s lack of English 
or poor English. Finally there were those cases where remedial 
action had been taken either by arranging for the child to attend 
a language centre, education centre or tutorial centre or by 
arranging for special classes within the school. Table 18 shows the 
relationship between the pupil*s verbal reasoning score and definition 
as a remedial problem. 08% of children identified as remedial problems 
belonged to the low verbal reasoning catggoiies of six or seven.
This suggested that few children with initial language or cultural 
difficulties were likely to progress to higher achievements later in 
their school careers. Fourteen other children who were identified as 
remedial problems had no verbal reasoning score specified for them. 
These were likely to be the children who had some to the school without 
having attended an English Primary school.
' ■  4
The compounding of low verbal reasoning and being a remedial 
problem produced the intellectual stigma scale. This was a three 
point scale ranging from no intellectual disadvantage, through a 
singly intellectual disadvantage to two intellectual disadvantages.
The pupil was assessed as having low verbal reasoning if her score
on the verbal reasoning test was six or seven. She was deemed to be 
a remedial problem if she was mentioned in any of the three remedial 
calggories outlined above.
One hundred and fifty eight children (57%) were not seen to have 
intellectual stigma. Eighty three children (30%) were deemed to 
be disadvantaged in some way while thirty eight children (14%) 
were considered extremely disadvantaged. Of the eighty three children 
with only one intellectual stigma, sixty four had verbal reasoning scores 
of 6 or 7y five children had remedial problems but had higher verbal 
reasoning scores, while fourteen children had no verbal reasoning 
score recorded for them.
(e) Health identity
The range of conditions indicating poor health in the school
record was wide. From the information in the school record five main
i .
categories of health data were constructed.
Cate^ ci"/1. dealt with appearance factors. Obesity or frailty were 
popular aspects of this category. Also noted were speech defects and eye 
defects such as squinting or wearing glasses.
Category 2. was concerned with problems to do with ears, eyes, nose 
and throat. In this category were problems such as deafness, poor 
eyesight or eye injury, adenoids and tonsilitis.
Category 3*comprised allergies, chest complaints, asthma and rashes. 
Category 4-included fits, blackouts, headaches and fainting.
Category 5-was a general category lumping together all other complaints. 
These ranged from stomach problems to congenital defects and the 
category also included cases where particular health problems were 
unspecified.
Health data proper was not kept in the school records hut in 
separate files which were highly confidential. Access to these was 
not obtained for this research, because of the diverse nature of the 
health categories used in the school record, it was decided to use a 
two point code. 1. Healthy. 2. Unhealthy. Of the 351 girls, 256 (73%) 
were not recorded as suffering from any health problem while 95 
(27%) were stigmatized in this way.
5. CONCLUSION
In this section the school records have been analysed as a 
source of institutional definitions of the child1 s identity. Five 
areas of identity have been outlined, and within each of these the 
vast bulk of the data has been related to some sort of discreditability. 
These potential sources of discreditability, it is argued, represent 
specific disadvantages for those pupils for whom the discreditable 
becomes the discredited. In other words, the school records provide 
a virtual identity into which the pupils could step. Whether this virtual 
self becomes the pupils actual self depends, as has been indicated,
on several other factors which are discussed in depth later. In the
next chapter it is the relationship of the five areas of stigma to
each other that is analysed.
Appendix to Chapter 6. List of Tables and Figures,
Table 1. The countries of origin of white and coloured girls 
at liushel school.
Countiy of origin
Colour U.K. Other Cyprus V/. Indies Total
White 210 96% 8 4% 218 100%'
Coloured 24 18% 6 4% 17 13% 86 65% 133 10095
Total 234 14 17 86 351
Table 2. 
coloured
Generation of immigration of white and 
children at Rushel.
Generation of immigration
Colour
Non
immigrants
First
generation
Second
generation Total
White 211 91% 3 1% 4 2% 218 100%
Coloured 10 8% 72 54% 51 38% 133 100%
Total 221 75 55 351
Table J>. The date of emigration of first generation immigrants
1971/1972 1969/1970 1967/1968 1965/1966 1963/1964 1961/1962
14 21 18 9. 6 3
Total = 7 1 + 4  of unknown date of arrival
Table 4* The percentage of pupils in each category of compound 
social stigma in relation to the particular social stigmas reported 
for them.
Compound social stigma scale
Social stigmas 0 None 1 2 3+ Total
Dislocated home 16 14%
\
3
C
N
CVJ
C
O 26 55% 6.0
Poverty 30 27% 57'75% 42 89% 129
Absent parents 7 6% 10 13% 13 28% 30
Contact with welfare 1 2% 4 5% 18 38% 23
Inadequate parents 5 4% 11 14% 22 47% 38
Family size 54 47% 52 68% 35 74% 141
Table 5« The relationship of the welfare factor to the scale of
compound social stigma (% of each social stigma category)
Compound social stigma
Welfare factor None 1 2 3 Total
Not disadvantaged 117 100% 59 53% 5 7% 181
Disadvantaged
■
52 47% 71 93% 47 100% 170
Kendalls Tau C = .87
Table 6*The relationship of the class factor to the scale of compound 
social stigma#
Compound social stigma scale
Class factor None 1 2 3 Total
Least disadvantaged 54 46% 21 19% 5 4% 3 6% 81
Low disadvantage 63 54% 18 16% 3 4% 4 9% 88
High disadvantage 62 56% 31 41/0 6 13% 99
Most disadvantaged 10 9% 39.51% 34 72% 83
Kendalls Tau B = .64 100% 100% 100%
Table 7» The relationship of the class factor to the welfare factor
Class factor
Welfare factor 1 (Low) 2 3 4 (High) Total
Not disadvantaged 55 65 47 14 181
Disadvantaged 26 23 52 69 170
Kendalls Tau C = #44
Table 7* The frequency of each type of anti social behaviour
Type of behaviour Frequency Total
Uncooperativeness 29 102
Unsociability 15 51
Truanting 11 37
Stealing 4°M 'o 15
Untrustworthiness 3%t?6 11
% of each type of behaviour found amongst the 351 pupils
Table 9* Anti socisil behaviour in relation to compound moral stigma
Compound Humber of behaviour problems noted
Moral stigma None One Two three+ Total
None 116 116
One 70 46 19 4 139
Two 13 28 10 1 52
Three 3 20 14 7 44
Total 202 94 43 12 351
Table 10. The emotional difficulties of morally stigmatized girls
Emotional
Difficulties
Compound moral stigma
None One Two Three Total
Maladjustment 2 1 5 8
School resistence 3 1 4
Persecution fear 5 3 7 15
Anxiety 5 11 7 25
Withdrawal 2 3 7 12
Aggressiveness 1 8 8 17
None 116 124. 23 9 272
Table 11. Contact with the authorities for morally stigmatized girls
Contact with the Compound moral stigma
authorities None One Two Three Total
None 116 137 40 8 303
Some contact 2 12 36 49
Table 12. Secondary school attendance scale
Attendance out of possible 142 days* 
106 to 142 days 
71 to 105 days 
35 to 70 days 
0 to 34 days
Point on the scale. 
1 
2
3
4
Label.
Good
Irregular
Broken
Weak
Table 13« Attendance in school for morally stigmatized girls.
School
Attendance
Compound moral stigma
None One Two Three Total
Good 116 86 28 12 242
Poor 53 24 32 109
Table 14# Scores on the behaviour factor for morally stigmatized girls
Behaviour Compound moral stigma
Factor None One . Two '■three Total
Non disadvantaged 116 100°% 70 50% 13 25% 6 14% 205
Disadvantaged 69 50% 39 15% 38 86% 146
Kendalls Tau C = .69 100% 100% 1005(5 100% 351
Table 15*Scores on 
g;Lrls.
the anti-authority factor for morally stigmatized
Anti authority Compound moral stigma
Factor. None One Two Three Total
Non disadvantaged 116 100% 65 47% 10 19% 9 20% 200
Disadvantaged 74 53% 42 81% 35 80% 151
Kendalls Tau C = •68 100% 100% 100% 100?$ 351
Table 16. Scores on the child guidance factor for morally stigmatized 
girls.
Child guidance Compound moral stigma
Factor None One Two Three Total
Non disadvantaged 116 100% 42 30% 5 10% 2 5% 165
Disadvantaged 97 70% 47 90”/o 42 96% 186
Kendalls Tau C = .8 100% 100% 1<X$ 10096 351
Table 17» Correlation matrix for the moral 
stigma factors.
Behaviour Authority C.Guidance
Behaviour •6 .2
Authority .3
Table 18. Pupil 
identification
„s* verbal reasoning scores in relation to their 
as remedial problems.
Identification 
as a remedial 
problem
Verbal reasoning scores
2 3 4 5 6 7
Not IDENT. 3% 14% 26% 28% 1796 1296
Identified 2% 2% 7% 28% 61%
% from each remedial group. Kendalls C = .37 Chi-square sign. = .0000
CHAPTER 7. THE INTER-1 tEL AT ION SHIP OF DIFFERENT AREAS OF STIGMA.
1. ETHNIC IDENTITY IN RELATION TO THE OTHER IDENTITY AREAS IN THE .
SCHOOL RECORDS
(a) Immigrant generation and social stigma
The data collected from Rushel school records demonstrated clearly 
that immigrant children, particularly second generation immigrant children, 
were identified in the school records as having a greater number of 
social problems than their white, non immigrant counterparts.
Immigrant girls were overrepresented in the high score cait^gories 
of the compound social stigma scale (Table 1). Proportionately more of 
them suffered from some disadvantage and proportionately more of them 
suffered from-several types of disadvantage. Twice as many of the non 
immigrant group were seen to be free of social problems as compared 
to children who were either first or second generation immigrants.;
In the most strongly stigmatized group, immigrants were identified more 
often than non immigrants and second generation immigrants were 
identified more often than first generation immigrants.
The pattern outlined above was replicated in the data on the two 
social disadvantage factors. Table 2 outlines the proportion of girls 
from each immigrant group with high scores on the social class factor 
and on the welfare factor. Both first and second generation immigrants 
had significantly higher scores than non immigrants on the social class 
factor. However, there was little difference between the two immigrant 
groups. On the Welfare factor, immigrants again had higher scores than 
non immigrants. There was also a significant score difference on this 
factor between the first and second generation immigrants with that of 
the latter being significantly higher than the former. It was 
interesting to note this relationship as it indicated that although 
both immigrant groups were depressed relative to the non immigrants in 
the social class area, low social class with its two main features 
of large family size and poverty, was most pronounced as a socially 
recognised problem for those immigrants that had been resident longest 
in this country.
The distribution of the individual factors making for social 
stigma further illuminated the trends outline above. A greater 
proportion of white children came from small families as compared 
to children in the non white group, although white children were also
well represented in families with ten or more children. Amongst families 
identified as poor at Rushel were to be found 42% of the coloured group 
as against 34% of the white group. Most of the children living away from 
home were also coloured. Only six out of twenty nine children living 
away from home were white. Coloured children were again over represented 
where home dislocation was reported. The description of home dislocation 
that appeared in the school record also differed for each of the ethnic 
groups. l^Iost of the white children with a record of dislocated home life 
were reported as coming from broken homes with no further details 
specified, while for coloured children the problem was far more likely 
to be described in terms of the parents remarriage or the complete 
absence of one parent. Finally, the problem of inadequate parents 
was seen to be marginally less problematic for coloured than for 
white children.
Many of the differences between the ethnic groups can be seen 
as the result of marked trends among West Indian families rather than 
among the other coloured children. Table 3 illustrates this. There, 
compound social stigma can be seen as most pertinently the product 
of the West Indian child's situation.
(b) Immigrant generation and moral stigma
The relationship of ethnicity to moral stigma was less clear cut 
than the relationship of ethnicity to social stigma. It was non immigrant 
girls marginally more than immigrant girls who tended to be most greatly 
represented amongst children identified as having the largest number 
of moral stigmas. Immigrant children were less often identified as 
possessing moral problems than non immigrant children. Non immigrant 
children were least represented in the non stigmatized category and over 
represented in the most highly stigmatized (Table 4)«
The relationship of the pupils'immigrant generation to their scores 
on the three morality factor scales is outlined in. Table 5* This table 
demonstrated that the groups reacted differently to the three moral 
stigma factors. The two immigrant groupsj particularly the first 
generation immigrants, scored highest on the behaviour factor. 'This 
suggested that they posed the biggest behavioural problems in the school. 
Both immigrant groups also had higher scores on the anti authority 
factor scale than the non immigrants. On this scale the position of the
two immigrant generations was reversed with the second generation 
immigrants showing themselves to be more frequently in trouble with 
the authorities* On the child guidance factor scale both immigrant 
generations scored significantly lower than did non immigrants, suggesting 
that immigrant children apparently had a more stable emotional 
environment than non immigrants or that people in authority were less 
willing to define their indiscretions in psychological terms.
An interesting aspect of ethnicity in relation to moral stigma was 
that of school attendance which was one of the four variables which 
were used to construct the compound moral stigma scale.Generally 
speaking, school attendance, both at primary and at secondary school 
was better for immigrant children. Figure 1 shows the percentage of 
girls in the three ethnic cat&jories who had a record of good attendance 
at either primary or secondary school. Good attendance fell for all 
groups as they moved into.the secondary school, but that of non 
immigrants relative to immigrants worsened. One interesting feature 
about the attendance of the two immigrant groups was that there was a 
reversal of trends as they moved from primary to secondary school.Whereas 
first generation immigrants had the best attendance record in the 
primary school, in the secondary school it was the second generation 
immigrants that had the best record. This can be explained by looking 
at the age distribution of the two groups in the secondary school.
The girls in the upper two years were mainly first generation immigrants. 
As attendance generally worsened for older children, this was reflected 
in the attendance patterns of the two immigrant groups. (A discussion 
of attendance in relation to age appears in the next chapter).
The significantly better attendance of the immigrant girls can be 
seen to reflect a more generally favourable attitude to school and • 
education among immigrant parents. The worsening of the attendance from 
primary to secondary school reflects the fact that parental influence 
over school attendance would be likely to decline as the child grew 
older and was less subject to parental authority.
The relationship of ethnicity and moral stigma was further 
illuminated by'the pattern of emotional problems that emerged in 
relation to the different ethnic groups. Immigrant children were less 
often identified in the school records as having emotional problems.
The second generation group were seen to be the group with the fewest 
of these problems. The type of problem that the pupils were seen to have
differed in relation to their ethnicity. Non immigrant children were 
most strongly represented amongst those children who seemed unable to 
cope with their situation and responded with anxiety, withdrawal and 
persecution fears. The immigrant girls, hov/ever, were more likely 
to be identified for their aggressivenessn(Table 6).
Behavioural problems, on the other hand, were more often recorded 
for the immigrant girls than for the non immigrant girls. Those children 
with more than one behavioural problem recorded were, hov/ever, more 
often non immigrants. This suggested that although the ethnically 
different child was viewed as having some sort of behavioural problem, 
the very difficult child, with a range of anti social behaviours, was 
likely to be indigenous>(Table 7)*
The type of behavioural problems most frequently reported differed 
in each ethnic group. Uncooperativeness, the most common problem, was 
associated with immigrant children. Unsociability was also noted 
more for the immigrant girls than for other girls, particularly for 
the second generation immigrant girls. Stealing, untruthfulness and 
truanting were all seen to be marginally more problematic for nop 
immigrant children.
There was little difference in the overall incidence of contact 
with the authorities between the three groups.Second generation 
immigrants had the least contact with the authorities by two or 
three percent. The difference in contact between the other groups was 
even less significant. Differences in the type of contact made in 
each group was more apparent though. A larger percentage of the 
immigrant groups than of the non immigrant group had had contact with 
the welfare authorities, while a much larger percentage of the non 
immigrant group had had contact with the child guidance agencies.
This trend supported arguments made at the begining of the chapter 
about the differences in the types of social problems that faced the 
two groups. However, there were also differences between the two 
immigrant groups with the second generation group more likely to be 
in contact with the welfare authorities and the first generation group 
more likely to be in contact with the child guidance people.
In conclusion it must be repeated that these trends were difficult
to interpret although the three morality factors did to a certain 
extent emphasise meaningful differences between types of moral problem. 
Indigenous children were more likely to have emotional problems and 
to have contact with the child guidance authorities, immigrant 
children were strongly represented in several of the poor behaviour 
categories and tended to have more contact with the welfare authorities. 
Age was obviously a very important intervening variable and accounted 
for many of the difficulties in the analysis.
(c) Immigrant generation and intellectual stigma
The relationship that emerged between ethnicity and intellectual 
disadvantage reinforced the popular view that the immigrant child 
particularly the West Indian child, is from one of the most 
educationally disadvantaged groups in our schools. If failure of the 
system could be measured by the comparatively poor performance of 
ethnically different children, then there could be no doubt about 
the massive extent of educational failure. The endless debate about the 
causes of such failure are more problematic to assess. What can be said 
is that the relationship between ethnicity and what has been defined a;s 
intellectual stigma followed a clear pattern at Itushel.
Immigrant children were clearly more disadvantaged than non 
immigrant children. Table 8 shows the extent of the difference between 
the two groups. Whereas 74% of non immigrants were free from 
disadvantage, only 45% of second generation immigrants and 21% of first 
generation immigrants were not stigmatized in any way. In the most 
highly stigmatized group, amongst pupils who were identified as having 
had both intellectual stigmas, the first generation immigrants were 
most strongly represented.
Information about verbal reasoning scores of children at Rushel 
also lent support to this pattern. The verbal reasoning scores of 
first generation immigrants were depressed in relation to non 
immigrants and second generation immigrants. Figure two shows this 
clearly, thus the percentage of first generation immigrants in each 
group increased markedly as the verbal reasoning score fell from one 
to seven.
The low intellectual performance and lowachievement of West Indian 
children has often been used to support the argument that immigrant
children, particularly West Indian children, are intellectually inferior 
to other children and that this inferiority is genetically based. The 
improved intellectual performance of second generation immigrants over 
first generation immigrants partly refutes this argument , particularly 
when the pattern of verbal reasoning scores is also considered.
Another much quoted argument in the literature on community 
relations has been that West Indian children, particularly second gen­
eration West Indian children, were not identified in the school system 
as being in need of special language help. Their language has been treated 
as a form of inadequate English rather than as a radically different 
linguistic system, leading to their being defined as linguistically 
deficient rather than as non English speakers. The upshot, it is argued 
has been that West Indian children have been relegated to lower streams 
rather than put in classes in which English for foreigners was available. 
At Rushel school nearly half the first generation immigrants were 
either noted as remedial problems or were receiving some sort of 
remedial help, This compared to 20% of second generation immigrants 
and less than 7% of white or non immigrant children (Figure 3)•
The particular remedial problems affecting the child varied with 
her ethnicity, Non immigrant children in need of remedial help tended 
to be noted for general backwardness. All the children in attendance at 
the part time language and education centres were West Indian, and all 
but one of these were first generation immigrants. Cypriot children 
were numbered largest amongst children who had language difficulties 
or were from non English speaking homes but had not been sent to 
specialist centres for help.Of the children suspected of being ESN 
four were non immigrants and three were immigrants.
It was the first generation immigrants who were most strongly 
represented amongst remedial problems, problems which were identified 
mainly in terms of language. They were also the largest proportionate 
group with verbal reasoning scores of seven. Given that such a large 
proportion of them were seem to have language problems, it was 
surprising that the primary schools had been confident enough to assess 
their verbal reasoning score so low. First generation immigrant 
children, compared to the other groups, were also over represented 
in the category of children having.two intellectual disadvantages.
What was surprising was that given their strong representation in
each of the areas that .have been analysed, only 29% of them were noted 
as having both intellectual stigmas#
Second generation immigrants were seen to be less intellectually 
disadvantaged than first generation immigrants although Intellectual 
stigmas were noted more often for them than for non immigrants# This 
seemed to point to the conclusion' that English education was beneficial 
for the West Indian child, and that given another generation educated 
in English schools, .one might predict a closing of the generation gap 
in attainment that exists between ethnic groups in secondary modem 
schools. It could be. as has been suggested elsewhere, that it takes 
time to learn to give the teacher the answers she wants (Barnes,Britton 
and Rosen, 19^9)• .
(d) Immigrant generation and health stigma
Non immigrants were more often identified as having poor health 
than either first or second generation immigrants. The second generation 
immigrants had fewer cases of ill health noted for them than either 
of the other two groups (Figure 4)*
There was some differences in the types of health problems found 
for the different ethnic groups. Appearance problems affected all the 
groups but were nearly twice as problematic for non immigrant children. 
Second generation immigrants were more often identified with allergy 
problems while first generation immigrants Were troubled more by 
fits and blackouts.
2. SOCIAL STIGMA IN RELATION TO THE OTHER IDENTITY AREAS IN THE 
SCHOOL RECORDS.
(a) Social stigma and moral stlgna
The relationships existing between the main measures of social 
stigma and the main measures of moral stigma are summarized in 
Table 9* Those relationships with a correlation coefficient of at 
least ,2 have been elaborated in Tables 10, 11, 12, 15» 14> 15 end 16. 
Little relationship appeared to exist between any of the social stigma 
measures and the child guidance factor. The class factor showed a 
slight negative correlation with the child guidance factor but this was 
not significant, nor did it relate strongly with either compound moral 
stigma or the anti authority factor. The behaviour factor was fairly
strongly associated with each of the measures of social disadvantage, 
while compound moral stigma and the authority factor, had strong 
associations with both compound social stigma and the welfare factor.
Considering these pairs of variables in orderof the strength 
of their associations, some generalizations seem appropriate.
Tables 10 and 11 show the relationship of compound social stigma to 
the authority and the behaviour factors. Three quarters of the forty 
seven girls who were most disadvantaged were also in conflict with 
the authorities and 64% of them were noted as being difficult 
children* Of the forty four girls most strongly stigmatized morally 
nearly three quarters again scored highly on the welfare factor 
(Table 12). It followed from this that there was likely to be a 
fairly strong relationship between girls, scoring high on the welfare 
factor and girls scoring high on the authority factor. In fact, 
ninety two children shared highly disadvantaged scores on both 
these factors, that is 26% of all children at Rushel;. (Table 13) *
Table 14 shows how compound social stigma related to compound moral 
stigma. Only 14% of children at liushel school did not fall into at 
least one of these categories of social or moral stigma, a further 
40% fell into only one category. The remaining 46% were stigmatized 
both socially and morally. Of these 14% were identified as having 
more than two moral stigmas and more than two social problems. The 
final two tables (15 and 16) show the relationship of the behaviour 
factor to the class factor and the welfare factor. 60% of pupils 
scoring high on the behaviour factor also had high scores on the 
class factor while 50% had high scores on the welfare factor. These 
relationships demonstrated that there was a close link between social 
stigma and moral stigma, and that this link apparently centred on a 
connection between social welfare, problems with the authorities and 
troublesome behaviour.
A further analysis of the individual variables making up compound 
moral stigma and their relationship to the social stigma measures 
provided further clarification. There was a clear relationship 
between primary school attendance and social stigma. Figure 5 shows 
that as the number of stigmas increased, so the percentage of children 
noted as having good attendance fell. Thus 94% of children with no 
social stigma were recorded as having good attendance, 91% of children
with one social disadvantage, 85% of children with two social 
disadvantages and 80% of children with three or more disadvantages.
This relationship between social stigma and primary school attendance 
was not maintained in the secondary school.In the secondary school 
no clear pattern was present though marginally attendance was better 
for the disadvantaged groups than for the non disadvantaged groups.
There was a clear and unambiguous relationship between social 
stigma and behaviour. The greater the social stigma, the greater the 
chance of being noted for poor behaviour. The percentage of children 
with no behavioural problems in each category of social stigma decreased 
as one moved up the scale. Thus 71% 'of children v^ ith no social stigma 
had no behavioural problems recorded for them, while only 36% of 
children with three social stigmas had no behavioural problems (Table 17)« 
This relationship between behaviour and social stigma was maintained in 
each of the areas in which behaviour was assessed. A greater proportion 
of the socially stigmatized were noted for stealing than other girls.
A similar trend was present for uncooperativeness, lack of sociability, 
and truanting. The only behavioural factor that the socially 
stigmatized did not score highly on was untruthfulneos, though the 
socially stigmatized were still more li’kely to be stigmatized for 
untruthfulness than the non stigmatized.
Emotional problems were less clearly related to social stigma 
than behavioural problems but the relationship was still significant.
A greater percentage of the socially stigmatized groups were noted 
as having emotional problems than of those girls with no social 
problems. Some types of emotional problem affected socially 
stigmatized girls more than others. School resistance affected 
the socially stigmatized and non stigmatized .groups equally while 
noneof the girls with no social problems were considered to be 
maladjusted.
Contact with the authorities was also related to social 
disadvantage. As the number of disadvantages affecting the group 
increased, so more children were reported as having had some contact 
with an authority. (Figure 6). Children with no special problems were 
least likely to have contacted either the Welfare authorities or the 
police. Only one percent of the children free of stigma had had contact 
with either the police or the welfare authorities, compared to the
most highly stigmatized group where thirty eight percent had had 
contact with the welfare authorities and six percent had had contact 
with the police. The non socially stigmatized group did have more 
contact with the child guidance authorities than they had with the 
police or the welfare people hut this was still considerably less 
contact than stigmatized children had (Table 19)*
Social stigma and intellectual stigma
Table 19 presents a correlation matrix of the three social 
disadvantage variables: compound social stigma, the class factor 
and the welfare factor, in relation to the three intellectual stigma 
measures: compound intellectual stigma, verbal reasoning and 
definition as a remedial problem. Table 20, 21 and 22 elaborate these 
relationships by considering the social stigma measures in relations 
to high intellectual stigma, low verbal reasoning and definition 
as a remedial problem. It was apparent from these tables that socially 
disadvantaged children as defined by all three measures tended 
to be recorded more often as intellectually stigmatized than 
non socially disadvantaged children; and that the compounding 
of social stigma was reflected by the compounding of intellectual 
stigma. The relationship was particularly clear where the scale 
of compound social stigma was used. The welfare factor did not 
produce such an unambiguous relationship with the intellectual 
measures except for the verbal reasoning measure. The class 
factor was also less clearly related to the intellectual variables, 
although when the highest scoring group on the class factor 
was considered in isolation, there was little doubt that they 
were considerably more disadvantaged intellectually than 
other children.
.'(c) Social stigma and illhealth
Surprisingly, there was no consistent pattern in the 
relationship between social stigma and illhealth(Significance 
level = .5). There were marginal differences between socially 
stigmatized and non stigmatized children with respect to types 
of illhealth but these differences were not statistically 
significant.
3.. MORAL IDENTITY IN ILLATION TO THE OTHER IDENTITY AREAS IN THE 
SCHOOL RECORDS
(a) Moral stigma and intellectual stigma
Children with different degrees of compound moral stigma were 
fairly equally distributed amongst children with no intellectual 
disadvantage, with one intellectual disadvantage and with two 
intellectual disadvantages. Proportions were similar between pupils 
with different degrees of moral disadvantage with two minor exceptions. 
Children with no moral disadvantage were slightly over represented 
amongst children most advantaged intellectually. While children with 
the greatest degree of compound disadvantage were slightly over­
represented amongst children with most intellectual disadvantage 
(Table 23).
Compound moral stigma proved less useful as a tool for 
identifying links with intellectual disadvantage than did the three 
moral disadvantage factors.(Table 24). However, when the two variables 
making up intellectual stigma were considered separately, it became 
clear that any link between intellectual stigma and the moral stigma 
factors was produced by the verbal reasoning component rather than 
the remedial component. Chi-square significance levels clearly 
illustrated this point. Whereas verbal reasoning and the three moral 
stigma factors were strongly associated, there was apparently 
no difference in moral disadvantage scores between children with 
remedial problems and children without remedial problems,,(Table 25)•
A further analysis of the verbal reasoning scores in relation 
to the three moral stigma factors emphasised this point (Table 26).
The proportion of children from each verbal reasoning group in the 
higher disadvantage category for each moral disadvantage factor, rose 
as verbal reasoning dropped. The only incongruent scores in this 
pattern were those for children with verbal reasoning scores of 
three. These children were more numerous in the disadvantaged group 
than their position in the verbal reasoning pattern would have 
predicted.
00- Moral stigma and illhealth
A relationship existed between moral stigma and illhealth 
(Table 27). A greater proportion of children higher in the scale of
compound moral stigma were identified as having bad health. One would 
expect that some of the strong relationship between compound moral 
stigma and health would be explained by a relationship between health 
and attendance. This was certainly the case for primary school 
attendance. For secondary school attendance the relationship was 
similarly strong except for the thirty seven children with the 
worse attendance record none of whom were noted for poor health
There was also a clear relationship between bad behaviour and 
poor health. Figure 7 shows the percentage of children from each 
behavioural group having poor health increasing as behaviour deteriorated. 
Thus generally there were a greater number of girls'from among those 
with poor health (relative to their numbers) that were recorded as 
having stolen, been uncooperative, been unsociable, truanted or 
been untrustworthy.
Emotional difficulties were not so closely related to health 
as behavioural problems. Persecution fear and anxiety were seen 
to be more problematic for healthy girls than for unhealthy girls, 
while school resistance and aggressiveness were problems for those 
girls with appearance problems, and maladjustment and anxiety were 
more clearly related to girls with more general illhealth. However 
these trends were not veiy conclusive.
Contact with the authorities was also more pronounced for
the unhealthy than the healthy. A larger percentage of girls from 
both the group with general illhealth and the group with appearance 
problems had had contact with the authorities than had girls in the 
group in good health* This contact when analysed further was shown 
to be with the child guidance authorities rather than the welfare 
authorities or the police. In fact there was very little difference 
between the three groups in the percentage of their members having 
contact with either the police or the welfare agencies.
4. INTELLECTUAL IDENTITY IN I ELATION TO THE OTHER IDENTITY AREAS IN 
THE SCHOOL RECORDS
(a) Intellectual stigma and illhealth
Intellectual stigma did not appear to be related to health. The
percentage of children with bad health in each of the categories of
intellectual stigma wa3 fairly constant (12% variability only)•
5. CONCLUSION
Several interesting relationships emerged between the various 
dimensions of identity made available in the school records.
Ethnicity was related to most of the other dimensions of 
identity* Generation of immigration was a clearer measuring rod of 
these relationships than colour, although the two variables were 
similar. Second generation immigrants tended to be more like their 
non immigrant counterparts than did first generation immigrants.
Social stigma.was closely linked to. ethnicity. Immigrants were 
more often noted for social problems than non immigrants. Immigrants 
tended to be noted for larger families and more poverty, and were also 
recorded as suffering from more home dislocation. Home dislocation, 
however, was not linked to an assessment of their parents as 
inadequate as was the case for indigenous children. It seemed to be 
more related to the West Indian practices of common law marriage, 
leaving the children with the extended family, and fostering children 
out. There were some differences between first and second generation 
immigrants and these seemed to point to the latter having more 
social problems than the former.
The relationship between ethnicity and moral stigma was complex. 
Compound moral stigma v/as greater for indigenous children than for 
immigrant children, and more, pronounced for first generation than 
second generation immigrants. This pattern was replicated in the 
pattern of emotional problems presented by the child guidance factor. 
It was reversed, hov/ever, where the behaviour and the anti authority 
factors were concerned. Immigrant children were considerably more 
disadvantaged in these respects than indigenous children. Part of the 
explanation for these apparent inconsistencies lay in differences 
in the way that ethnicity was related to the variables that were used 
to construct these compound scales and factors. Immigrant children, 
particularly first generation immigrants, had an excellent record 
of attendance at school compared to non immigrant children. This 
probably reflected attitudes to education present in the immigrant's 
home and uncertainties in the work situation. Immigrant children 
tended to have fewer emotional problems than non immigrants and
for these to be related to aggressiveness rather than to other 
personality problems. Immigrant children did, however, have behavioural 
stigmas marked against them more often than non immigrant children but 
there was little difference in contact with the authorities. .
Immigrant children were considerably more disadvantaged 
than non immigrant children intellectually, and first generation 
immigrants more disadvantaged than second generation immigrants.
This pattern was replicated in the distribution of verbal reasoning 
scores between these groups. The first generation immigrant group 
had a verbal reasoning curve extremely skewed in the direction of 
score seven. In fact twice as many first generation immigrants had . 
a verbal reasoning score of seven -as second generation immigrants 
and six times as many as non immigrants. Although first generation 
immigrants were in receipt of the majority of remedial help available 
in the school, there were still more first generation immigrants with 
a verbal reasoning score of seven, than there were apparently in 
receipt of special help. This suggested that the need for special 
help was greater than the provision of special help* V/hether this 
was due to the non identification of problems by school personnel or to 
the non availability of facilities v/as not established. Hie fact that 
second generation immigrants seemed to be less disadvantaged 
intellectually than first generation immigrants, suggested that 
education in this country had indeed had an advantageous effect on 
schoolwork.
Ethnicity was also related to the health variable shoeing that 
non immigrants were less healthy than immigrants and that first 
generation immigrants v/ere less healthy than second generation 
immigrants.
Social stigma was related to all the other identity areas with 
the exception of the health area.
Social stigma v/as most strongly associated with the behaviour and 
the anti authority factor measures of moral stigma. It indicated that 
socially stigmatized children tended to be more disturbing in their 
behaviour and more antagonistic to authority than other children.
They were less likely to be seen as having emotional problems and
less likely to be associated with'several moral problems. Some explanation 
for this pattern was apparent from the individual moral stigma variables. 
V/hile.a member of the primary school, the socially stigmatized child 
had been a worse attender than his classmates although this poor 
attendance was not continued in the secondary school. Perhaps school 
for the older socially disadvantaged child was a place that was 
sought as an alternative to an uncomfortable home. It is unlikely 
that younger children could make this choice. In all the areas of 
behaviour.outlined, the socially disadvantaged child was more 
troublesome than other children. Thus despite the fact that school 
might have been seen as an escape from home, socially stigmatized child­
ren were still not willing to accept school 6n its own terms.
Emotional instability was only marginally greater for socially 
stigmatized children, though there were differences here between 
immigrant and non immigrant socially stigmatized children. The 
latter found emotional instability a much greater problem. Socially 
stigmatized children were also more likely than others to have had 
contact with the authorities though this was less marked where 
the child guidance authorities were concerned. Obviously the 
behavioural disruptiveness of these children v/as defined by school 
personnel in welfare rather than emotional terms. Socially stigmatized 
children were also seen to be intellectually stigmatized and generally 
had lower verbal reasoning abilities and were more likely to be getting 
remedial helpi
Moral stigma was not clearly associated with intellectual stigma. 
There seemed to be no firm evidence to suggest that morally 
disadvantaged children were over represented amongst children seen 
to need remedial help. This finding supported the relationship 
identified between ethnicity and remedial support and moral stigma.
More of the morally stigmatized children were found amongst 
children with low verbal reasoning abilities though. Morally 
stigmatized children were also more likely to be identified as 
unhealthy than other children,
6. THE HALO EFFECT IN RELATION TO VARIOUS ASPECTS OF THE PUPIL'S 
SCHOOL RECORD IDENTITY
Ethnic, social, moral and intellectual factors were seen to 
be clearly related together. Health was less relevant to the other
dimensions of recorded stigma. The■distribution of the data suggested 
that the construction of a halo scale would be useful when comparing 
school record data with other types of data. The multiple stigma scale 
was produced by compounding the disadvantages in the individual stigma 
areas. Five areas were selected for this purpose. 1. Ethnicity. This was 
defined as membership.of a first or second generation group. 2. Social 
identity. This was relevant if the pupil scored on the compound 
social stigma scale. 3# Moral identity. This was taken as important 
where the individual scored on the compound moral stigma scale. 4* 
Intellectual identity. This included all children with one or more 
intellectual stigmas. Illhealth. This included all children with a 
record of illhealth. Table 28 shows the overall picture of multiple, 
disadvantage taken from the school record. While 22 children were 
not identified as disadvantaged in any way, 14 children were seen 
to have all five types of disadvantage.
APPENDIX TO CHAPTER 7.
Table 1• Compound sc 
second generation in
cial stigma for non immigrants and first and 
migrants.
Immigrant
generation
Compound social stigma
None One Two Three Total
Non immigrants 92 42% 66 30% 40 18% 23 10% 221
First generation 14 19% 28 37%
C
M
OCM 13 17% 75
Second generation 11 20% 17 31% 16 30?» 11 20% 55
Raw chi-square =22,7 6  d.f. Significane = .002
Table 2. The percentage from each immigrant group with high scores on 
the social class factor and the social welfare factor.
Social Immigrant generation
Factors Non immigrants First generation Second generation
Class 43°/o 68% 66% (N ss 182)
Welfare 43“o 53°/o 62% (N = 170)
Chi-square significances Class = .02 Welfare = .02
Table 3* The degree of compound social stigma recorded for girls 
from different countries of origin.
Country of Compound social stigma
Origin None One Two 'Three Total
United Kingdom 94 40% 71 30% 43 18% 26 11% 234
Cyprus 4 24% 8 47% 3 18% 2 12% 17
West Indies 13 15% 28 33% 28 33% 17 20% 86
Other 6 43% 4 29% 2 14% 2 14% 14
Chi-square =24*1 9 d.f. Significance = .004
Table 4* Compound moral stigma for non immigrants and first and 
second generation immigrants.
Immigrant
Generation
Compound rtoral stigina
None One Two Three Total
Non immigrants 67 30% 91 41% 30 14% 33 15% 221
First generation 20 37% 26 35% 14 19% 7 9% 75
Second generation 21 38% 22 40% 8 15% 4 7% 55
Chi-square = 5*78 6 d.f. Significance = .05
Table 5* The percentage of pupils from each immigrant group with 
high scores on the three morality factors*
Immigrant
Generation
Morality Factors
Behaviour Authority Child guidance
Non immigrants 36% 38% 61%
First generation 52% 51% 39%
Second generation 49% 55% 42%
Chi-square sign.' .02 .02 .0009
Table 6. The number of emotional problems recorded for pupils in 
each of the immigrant generations.
Type of emotional 
Problem.
Immigrant generation
Non immigrant First generation
I
Second generation
Maladjustment 5 1 2
School resistence 3 1
Persecution fear 14 1
Anxiety 22 1 1
Aggre s s ivene s s 6 7 4
Total (% in each 
group)
55 (2550
..
15 (2050 9 (16/0
Table 7* The number of behavioural problems recorded for pupils in 
each of the immigrant groups*
Immigrant generation
Number of behavioural problems
One Two Three+ % of group
Non immigrants 45 26 9. 80 36%
First generation 52 8 1 41 55%
Second generation 17 9 2 28 51%
Table 8..The immigrant generation of intellectually stigmatized girls
Intellectual stigmas
Immigrant generation None One Two . Total%
Non immigrants 74% 19% 7% lO^o
First generation 21% 51% 29% 100%
Second generation 45% 59% 16% 100%
Chi-square = 57*2 4 d.f, Significance = *0000
Table 9« Correlation matrix of the social stigma measures and the 
moral stigma measures* (Kendall)*
Social stigma 
measures
Moral Stigma measures
Compound 
moral stigma'
Child guidance 
Factor
Behaviour
Factor
Anti authority 
Factor
Compound 
social stigma .21 .07 .3 .3
Welfare
Factor .3 .1 .2 .22
Class
Factor .05 -.07 .2 .14
I- 1
Table 10* The relationship of compound social stigma and the 
authority factor.
Authority factor
Compound social stigma
None One Two Three N
Non disadvantaged' 72% 57% 54% 26% 20C
Disadvantaged 28% 45% 46% 75% 151
Kendalls Tau C = .3 N - 117 111 76 47 551J
Table 11. The relationship of compound social stigma and the v 
behaviour factor
Compound social stigma
Behaviour factor None One Two Three N
Non disadvantaged 71% 60% 51% 36% 20*
Disadvantaged 29% 41% 49% 64% 14^
Kendalls Tau C - .25 N = 117 111 76 47 351
Table 12. ‘The. relationship of compound moral stigma and the 
welfare factor.
Compound moral stigma
Welfare Factor None One Two Three N
Non disadvantaged 64% . 53% 42% 27% 181
Disadvantaged 36% 48% 58% 73% 170
Kendalls Tau C = .25 N = 116 139 52 44 35l|
Table 13* The relationship of the (moral) authority factor and the 
[social) welfare factor.
Welfare factor
Authority Factor
Non Disadvantaged Disadvantaged N
Non disadvantaged 35% 17/o 181
Disadvantaged
STCM 26% 170
Kendalls Tau B = .22 N =200 151 100%=351
Table 14# The relationship of compound moral stigma and compound 
social stigma. (% of all scores)
Compound social. Compound moral stigma
Stigma None One Two Three Total
None 48 14% 49 14% ' 13 4% 7 2% 117
One 39 11% 45 13% 19 5% 8 2% 111
Two 23 7% 28 .8% 11 3% 14 4% 76
Three 6 2% 17 5% 9 3% 15 4% 47
Kendalls B = .21 N=116 139 52 44 351=100%
Table 15. The relationship of the(social) class factor and the 
(moral) behaviour factor. % of all scores.
Behaviour Class Factor (l=non disadvantaged 4=most ) i
Factor 1 2 3 4 Total
Non disadvantaged 52 15% 59 17% 56 16% 38 11% 205
Di sad vant aged 29 8% 29 8% 43 12% 45 13% 146
Kendalls C = .2 N= 81 88 99 83 351=100%
Table 16. The relationship of the (moral) behaviour factor and 
the (social) welfare factor. (% of all scores).
Welfare factor
Behaviour factor
Non disadvantaged Disadvantaged Total
Hon disadvantaged 119 34% 62 18% 181
Disadvantaged 86 25% 84 24% 170
Kendalls B = .15 N= 205 146 551=100%
Table 17* The behavioural problems of socially stigmatized pupils.
Compound social 
stigma
Number of behavioural problems
None One Two Three+ Total
None 71% 21% 7% 2% ' 100°%
One 60% 26% 13% 2% 100%
Two 47% 34% "15% 4% 100%
Three 36% 3.2?'o 21% 11% 1005b
Table 18. Contact with the authorities for socially stigmatized 
pupils. % of pupils from each category of social stigma.
Compound social stigma .
Type of contact None One Two Three Total
Welfare authority 1% 5% 38% 23
Police 1% 2% 1% 6% . 7
Child guidance 7% 5% 9°% 17% 29
Table 19* Correlation coefficients for measures of social stigma and 
measures of intellectual stigma.
Measures of 
Social stigma
Measures of intellectual stigma
Compound
Intellectual
stigma
Verbal
Reasoning
score
Definition as
remedial
problem
Compound social stigma .17 .17 .1
Welfare factor .13 .19 .04
Class factor .16 .1 .17
Table 20. The percentage of pupils from each category of social stigms
disadvantaged in terms of the measures of intellectual stigma
' • ' .
Compound social stigma High intellectual 
stigma
Low verbal 
reasoning
Remedial
Problem
None 8/o 30% 9%
One 14% 33% 17%
Two 15% 44% 20%
Three 21/o 58% 26%
Table 21. The percentage of pupils from each category on the welfare 
factor disadvanatged in terms of the measures of intellectual stigma.
Welfare factor High intellectual 
stigma
Low verbal 
reasoning
Remedial
problem
Non disadvantaged 14% '32% 14%
Disadvantaged 13% 45%
\
oCNCO
Table 22* The percentage of pupils from each category on the class 
factor disadvantaged in terms of the measures of intellectual stigma.
Class Factor
Measures of intellectual stigma
High intellectual 
stigma
Low verbal 
reasoning
Hemedial
problem
1. Non disadvantaged 6% 36% '10%
2* 7% 28% 10°%
3. 11% 36% 13%
4. Most disadvantaged
.
29% 55% 33%
Table 23* The relationship of moral stigma and intellectual stigma
Intellectual
Stigma
Compound moral stigma
None One Two Three Total
None 66% 51% ■ 54% 49°% 158
One 19% 37% 37% 31% 83
Two 14% 13% 9% . 21% 38
100% 100% 100°% 100% 351
Table 24. The relationship between intellectual stigma and the four 
measures of moral stigma (Chi-square significance and Kendalls 
correlation coefficients). .
Moral stigma measures Kendalls Tau Chi-square sign,
Compound moral stigma .09 •NS
Child guidance factor .11 NS
Behaviour factor .15 .05
■Anti authority factor .09 .01
Table 25. The relationship of the moral disadvantage factors and 
verbal reasoning and definition as a remedial problem*
Moral stigma factors
Child guidance Behaviour Anti authority
Kend. Chi-s Kend. Chi-s. Kend.. Chi-s.
Verbal reasoning .14 .01 .19 .05 .19 .05
Remedial problem .01 NS .09 NS • o ro NS
Key Kend = Kendalls Tau Chi-s = Chi-square
correlation coefficient. significance level.
Table 26. The relationship of the moral atigma factors and verbal
reasoning scores.
Verbal reasoning Moral stigma factors
scores Child guidance Behaviour Anti authority
Low High Low High Low High
2. 75% 25% 75% 25% 88% 15%
3. 45% 55% 52% 48% 55% 45%
4* 71% 29% 66% 54% 66% 54%
5. 45% 55% 52% 48%. 48% 52%
6. 42% 58% 46% 54% 46% 54% .
7. 48% 52% 59% 6296 42% 58%
Key Low = Non disadvantaged High= Disadvantaged
Table 27* The health of morally stigmatized girls.
Health
Compound moral stigma
None One Two Three
Good health 78% 77% 62% 61%
Bad health 2296
.............  i
25% 59°% 5996
Chi-square = 8.8 5 d.f. Significance = .05
Table 28. The percentage of pupils with each type of recorded stigma 
in each of the multiple stigma halo categories.
Halo
Score
Individual areas of stigma from the school record.
Ethnic Social Moral Intellectual Health Total
1. - 22
2. 1 9 35 2 18 53
2% 17% 66% 7% 34%
3. 31 89 73 18 15 128
24°/o 69% 57% 19% 12%
4. 45 75 64 42 32 85
53% 88% 75% 55% 38%
5. 39 47 49 45 16 49
80% 96% 100%. 94% 33%
6. 14 14 14 14 14 14
100% 100% 10095 100% 100% 100%
Figure 1. The percentage of good attenders at primary and secondary 
school in each immigrant group.
Primary school
xxxxxxxxxxxxxxxxx84% Non
immigrants
xxxxxxxxxxxxx64%
xxxxxxxxxxxxxxxxxxxxl00% First
generation
immigrants
xxxxxxxxxxxxxxxxx87/t
xxxxxxxxxxxxxxxxxx90% Second
generation
immigrants
X X X X X X X X X X X X X X X X X 8  9%
Figure 2. The distribution of verbal reasoning scores between non 
immigrants and first and second generation immigrants.
Group VR Percentage of group
Non immigrants 7 9%*->h <-x-x-x-*
6
5
4
3 14f)^ rX-X-X-K-X-X-:Hf-X-X-
2 .3/0*
1st generation 7
immigrants 6
5 10%-x-^ ~x-x-** '
4 8%-h -x-x-x-x-*
3 4%*-*
2 4/o**
2nd generation 7
immigrants 6 2  5 % ^ - x-x-x-x ^ b ^ x-x^-;:^^^
5
4 8%-x-x-x-x-x-x-
3 12%**-x-x-x-x-x-)f*
2 2%
VP = verbal reasoning score. 1= highest 7= lowest
Figure 3• The percentage of pupils from each immigrant generation 
defined as being in need of remedial help.
6% Non immigrants 
x X1 X ' 2CP/o 2nd generation immigrants
-x-K~x-%<--K--ii-x--);-K-^->^x-x--x--x--x-x-x-x--K-x-x-x---x-x--x-x--x--)'--)i4f-rr-x--K-)f-K-}f-x-vr-x--K-x--A- 1 st generation immigrants
Figure 4* The relationship of immigrant generation and illhealth
Percentage with illhealth in each group
x - x - * - m-x-x- 3 1 %  Non immigrants
23% 1 st generation immigrants 
18% 2nd generation immigrants
Figure 5* The relationship.of attendance in the primary school to
compound social stigma.
Compound 
social stigma
Good Bad 
Attendance Attendance
None ooooooooooooooooooooooooooooooooooooooooooooooo^fyf
One ooooooooooooooooooooooooooooooooooqoooooooooo///^
Two oooooooooooooooooooooooooooooooooooooooooo/fyfyfyfyfyfy^
Three oooooooopoooooooooooooQooooooooooooooooo//^^/^^
Key o = 2% good attendance / = 2% bad attendance
Figure 6. The percentage of girls from each socially stigmatized 
group having had some contact with the authorities.
Compound social stigma/Comiact with the authorities
None 7% xxxxxxxx
One 8% xxxxxxxx
'Two 15% xxxxxxxxxxxxxxx
Three 47% xxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxxx
Figure 7* 
with poor
The percentage of children from each behaviour group 
health.
Behaviour group •
Good ro N? o
\
ooooooooooooooooooooo
Weak ' 29% ooooooooooooooooooooooooooooo
Bad 33% 000000000000000000000000000000000
Very had 3&A ooooooooooooooooooooooooooooooooooooo
CHAPTER 8. INSTITUTIONAL CASE HISTORIES AND ORGANIZATIONAL STRUCTURE
1. CLASS, YEAR AND HOUSE DIVISIONS
(a) Ethnic identity and class,year and house divisions
School classes were significantly different in their.composition 
with respect to ethnic difference. These differences reflected the age 
differences of different groups of immigrants rather than any 
difference in their distribution in the house system. In fact it 
was school policy to ensure that new immigrants were shared, among 
the three house groups in order to maintain similar racial 
composition,. (Table 1).
The largest overall group of immigrants was in the first year, 
with the fourth year having the next largest group. Third year classes 
had least immigrants in them. The second year had the most second 
generation immigrants in it while the fourth year had the most 
first generation immigrants (Table 2).
This pattern of year group composition suggested two things. First, 
that immigration was producing a compounding effect in that more 
immigrants were present in the lower school. Second that the increase 
in immigrants lower down the school reflected second generation births 
rather than the uprooting of children from their native lands. It was 
interesting that fourth year immigrants were mainly new immigrants. This 
suggested that the immigrant 1 bulge* was yet to be experienced at 
Rushel as older immigrants continued to join their parents and 
British bom immigrants moved up the school. 'The parallel problem 
of coloured children in the school (as opposed to immigrant children) 
has not been discussed separately as almost all coloured children fell 
into one or other of the immigrant groups. As second generation 
immigrants became parents, however, the position of coloured,non 
immigrant children would become more crucial in the school.
Cb) Social identity and class, year and house divisions
School classes were significantly different with respect to the 
grouping of children on the social class scale but not in relation 
to the other two social stigma measures. These differences reflected 
differences between year groups rather than between house groups.
Fourth year pupils had considerably lower scores on this factor than 
did any of the other year groups. In fact 74% of these pupils scored 
in the lower half of the distribution (Table 3)» Two explanations of
this pattern seemed plausible. First, many of the fourth year pupils 
had not been to primary school in England and therefore a considerable 
amount of data about their social background would have been missing 
from their files. Secondly, as they contained a large percentage of 
newly arrived immigrants, they would not have come to terms with the 
English welfare system and therefore would not have been included 
in the statistics for welfare benefits such as free dinners (also, 
immigrants are said to make much less use of welfare benefits than 
indigenous folk). Similarly as they were older children, they were 
less likely to have come to the attention of the welfare services than 
if they had been younger. Certainly it would seem unlikely that 
poverty and large families and other indicators of social distress would 
have been completely absent from their life styles. Table ^  , showing 
the family size of girls from different year groups supports this 
argument. Bata was mainly missing for fourth year girls. For two 
thirds of fourth year girls there was no record of family size. This 
was also partly due to changes in the nature of the records kept 
over a period of time. Fourth year children who had come to Rushel from 
primaxy school came at a time when records of family circumstances 
had not been kept by the school. Data for the new immigrants would have 
been available as they had arrived later, but this might not have been 
reliablej particularly where account had to be taken of brothers and sisters 
remaining in the West Indies or in other countries. If the data 
available on family size for fourth year girls is compared with 
the data available for other year groups, there is evidence that more 
fourth year girls came from larger families than girls in the other 
year groups. This fact would have been distorted in the class factor 
measure as pupils for whom information was not available would have been 
classified as coming from small families.
(c) Moral identity and class, year and house divisions
The four moral stigma measures were related in different ways 
to class, year and house divisions. The behaviour factor was not 
significantly different in any of the organizational groupings.
Compound moral stigma was distributed differently in the school 
classes and in the year groups. The authority factor only differed 
between year groups while the child guidance factor showed differences 
to exist between school classes and between house groups.
High moral stigma and high scores on the authority factor v/ere 
most pronounced for pupils in the second and third forms. As pupils
moved through the school the number of moral stigmas noted against 
them tended to increase but this was not the case for fourth year 
girls. As compound moral stigma was the result of the adding together 
of various moral indiscretion, this was surprising. The oldest girls 
would have been at risk the longest and therefore would have had, 
more opportunity to have had black marks set against them. The reasons • 
why fourth year girls had relatively clean slates was discussed in the 
last section. But other explanations could be considered. There was 
the possibility that different intakes of children tapped generations 
of pupils prone to different types and different degrees of moral 
reprehensibility* Another important consideration was that particularly 
naughty girls from fourth year classes would have left school at the 
earliest possible moment and therefore would not have been in the 
fourth year at the time of this survey which was made in the summer 
term.
The pattern of moral stigma amongst the year groups can also 
be linked to the discussion presented in the last chapter which 
associated moral stigma with non immigrant children. The second and third 
year girls contained the smallest number of immigrants and yet 
they had an over proportionate number of their members with high moral 
stigma. However, although the age of the pupil was an important factor 
in the relationship between ethnicity and moral stigma, and although 
the overall trend was for non white immigrant children to be less 
morally stigmatized than their white indigenous counterparts, for 
older children there was a slight reversal of this trend. The bar 
graph in figure i shows that coloured children became more prominent 
in the stigmatized category as they moved up the school. In the non 
stigmatized category the percentage of first and second year coloured 
children exceeded that of white children, by the fourth year coloured 
pupils had caught up and marginally passed the white contingent.
The other significant relationship between these organizational 
groupings and between the moral stigma measures was .between the child 
guidance factor and class and house divisions. The green house 
was made up of four of the six highest scoring classes. The only non 
congruent classes in this pattern were classes five (second year blue 
house) and class eleven (fourth year blue house). Thus in terms of 
house membership both the green house and the blue house were
responsible for six of the most disadvantaged classes vis a vis the 
child guidance factor. (Tables 4*5 and 6).
(d) Intellectual identity and class, year and house divisions
Intellectual identity was not differently distributed in 
class, year or house groups*
(e) Health identity and class, year and house divisions
Health identity did not differ in different classes, year 
groups or houses.
(s ) Multiple stigma and class, year and house divisions
Multiple stigma differed between the year groups but the 
pattern presented was difficult to interpret. One interesting aspect 
of the distribution of placings on the multiple stigma halo scale 
was that although fourth year girls were under-represented in the 
three highest disadvantage categories when these were added together, 
five of the fourteen most disadvantaged girls in the school records were 
in fact fourth year girls* These girl were stigmatized in all five 
of the five identity areas outlined in the last chapter.
2.PORTRAIT OF TWELVE SCHOOL CLASSES
By ranking the school classes in relation to the percentage of 
girls in the stigmatized group for each of the school record variables, 
some interesting data was made available. Table £ shows the rank 
order of stigmas in each of the school record identity areas for the 
twelve classes. Table ^  shows the overall rank position after the ranks 
on the.school record variables had been averaged within each identity 
area, and the ranks of the five identity areas averaged. Classes 
ranked, one to four were considered to be highly disadvantaged, classes 
ranked five to eight were seen as average, while classes ranked nine 
to twelve were noted as low on disadvantage.
Class 1 was average on overall rank disadvantage. This was not 
surprising as first year girls had had less time to build up a dossier 
of disadvantage than girls who had been in school longer. Class one 
had the second largest overall number of immigrants and the highest 
proportion of second generation immigrants. There was little record of 
social, moral or intellectual disadvantage but class one ranked fourth
where illhealth was concerned.
Class 2 was low on overall disadvantage, ranking in the last four 
classes. It had the largest overall number of immigrants in it, 
and incorporated the second highest number of first generation 
immigrants. Although high on the illhealth scale and for compound social 
stigma, class two ranked low on the other social stigma scales and also 
ranked low for all types of moral stigma and for intellectual stigma.
Class 5« despite being a first year class, ranked as the second 
most disadvantaged class in the school. 'The number of immigrants in this 
class was average for the school. Class three was above average on 
the social stigma measures and ranked veiy high indeed on all the moral 
stigma measures. It was the highest ranking class on the anti-authority 
factor, second in rank for the behaviour factor and ranked third for both 
compound moral stigma and on the child guidance factor. Intellectual 
stigma was not a great problem in this class, but class three also 
ranked as the most unhealthy class in the school*
Class 4 was the least disadvantaged of the second year classes, 
ranking fifth in the table of general disadvantage. It contained an 
above average number of immigrants from both first and second generation 
groups. Class four was ranked average to above average on two of the 
Social stigma measures but was ranked most disadvantaged in terms 
of the class factor. This picture illustrated the importance of the 
age factor in relation to social stigma. Low social class, with its 
high incidence of poverty and large families has been seen to be 
associated with immigrant families, particularly those that hac) been 
living in this country longest. Bata from the first part of this 
chapter suggested that this association was less true where older, 
first generation immigrants were concerned. The picture with regard 
to moral disadvantage was more varied. Class four ranked higher on the 
behavioural and anti authority factors than on the child guidance 
factor or on compound moral stigma. This supported the argument quoted 
earlier about the relationship of type of moral problem and ethnic group 
membership, in which ethnic groups were seen to be more associated 
with behavioural problems whereas indigenous children rated higher on 
emotional problems. Class four had few problems with respect to 
intellectual stigma and was., ranked as the second healthiest class 
in the school.
Class 5 was ranked third most disadvantaged in the school. It 
contained a high number of immigrants with fairly even proportions of 
first and second generation immigrants. It shared with class four 
the position of first rank on the social class factor scale and like
that class ranked average for the other social stigma measures.
It was ceratinly the most disadvantaged class vi<3 a vis moral stigma, 
ranking second on compound moral stigma but first on both child 
guidance and beahviour. The anti authority factor was not particularly 
problematic for this class, and the class ranked average for both 
intellectual stigma and illhealth.
Class 6, the last of the second year classes was the most 
disadvantaged class in the school. It had the fourth highest number 
of immigrants, mainly second generation immigrants. Like the other 
two second year classes, scores on the social stigma scales were 
average with the exception of the class factor where class six
ranked third. Moral stigma scores were average except for the behaviour
factor on which class six ranked third. Class six ranked fourth 
in terms of the intellectual stigma variable and was the second most 
unhealthy class in the school.
Class 7 was ranked low on general disadvantage. The overall 
number of immigrants in the class was below average and included 
representatives of both immigrant groups. Class 7 was ranked first 
on the compound social stigma scale, fourth on the welfare factor 
but did not rate highly on the class factor. Moral disadvantage was 
average to below average for this class on all the measures. It held 
the position of the second most advantaged class with respect to 
intellectual identity and scored average for health.
Class 8 was fourth in the. league of disadvantage, immigrant numbers 
in the class were low and mainly made up of first generation 
immigrants. Class 8 shared the highest score for compound social 
stigma, and with this was associated a high score for social class 
disadvantage. Compound moral stigma was average but the class had 
above average problems with respect to the anti authority factor.
Class eight was average on both the intellectual stigma and the 
illhealth scales.
Class 9 was the least disadvantaged class overall. The class had 
very few immigrants in it . The only problem in the area of social 
stigma concerned the welfare'factor and in this respect class 9 
was severely disadvantaged. Class nine was the most disadvantaged class 
in terms of compound moral stigma, and was also high in. disadvantage 
on the child guidance and authority factors. Intellectual stigma was 
not a problem for this class, and health was average.
Class 10 was average with respect to overall disadvantage. It 
contained few immigrants and these were mainly first generation 
immigrants. The most pronounced disadvantage problems for this class 
were in the areas of intellectual stigma and social stigma. Disadvantage 
was above average on both the compound social stigma scale and for the 
welfare factor. For intellectual stigma, class 10 shared the 
position of being the most disadvantaged class in the school. This 
class was average or below average in all four areas of moral stigma 
and also in the health area.
Class 11 was the second least disadvantaged class in overall 
terms . It did, however, share with class 10 the position of the most 
disadvantaged class intellectually. With low overall immigrant numbers, 
it contained a high proportion of first generation immigrants. Class 
eleven had few other problems of extreme disadvantage although it 
was slightly above average in its position vis a vis moral stigma.
Class 12 was average in its overall disadvantage. It contained 
an average overall number of immigrants but these included the 
highest proportion of first generation immigrants. It was above average 
in intellectual disadvantage but had no other acute disadvantage 
problems.
3* SCHOOL -CLASS AND WJLTIPLE CTIOM/V (HALO)
Although it was possible to make certain generalizations about 
overall disadvantage, based on the ranking of different classes 
in terms of their average position in each of the identity areas, as 
was seen in the last section this did not preclude major differences 
between classes with respect to their positions in particular areas 
of stigma. When classes were compared in terms of the number of children
in each category on the multiple stigma (halo) scale, there was no 
statistically significant difference between them,
4. STREAM MEMBERSHIP
All the data extracted from the school record about different 
facets of disadvantage was clearly related to stream membership' with the 
exception of health. Table 10 summarizes the overall position,
(a) Ethnicity was one of the most pertinent areas in which the school 
record data was associated with stream. Immigrants were more likely 
to be in the lowest stream than non immigrants, and new immigrants 
were more likely to hold this position than the British b o m  
children of immigrants (Figure 2). .
The distribution pattern of members of different ethnic groups 
in the three streams supported the argument that the educational problems 
of West Indian children have been seen in terms of global low ability 
rather than as the result of assimilation difficulties. Coard has 
frequently used the statistics of educational subnormality to 
demonstrate that West Indian children were, not equally distributed through 
the system.For example, he has pointed out that in 1970 whereas 16.9% 
of the school population were immigrants, 35% of the ESN population 
were immigrants and that foxir out of every five of these were West 
Indians (Coard, 1971)• Figure 3 outlines the percentage of pupils 
from different countries in the C stream at Rushel. Whereas 54% 
of West Indian children.were to be found in the C stream, 47% of 
Cypriot children and only 17% of other children were C streamers.
At Rushel school there was clearly a much larger proportion of 
immigrant children than other children in the lowest stream. Analysis 
of the relative positions of the first and second generation immigrants 
lent support to some of the findings of a recent study of immigrant 
children in the classroom (ituttor et al, 197 )• Eecond generation 
immigrants viere far less likely to be in the C stream than their 
first generation peers. This suggested that the longer the period 
spent within the educational system, the better the adjustment to 
the educational expectations of school.
(k) Social identity was also closely related to stream membership. .
Compound social stigma was greater for members of the C stream and
B stream than for members of the A stream, and greater for members of the 
B stream than for the C stream. This pattern was mirrored in the 
statistics for the welfare factor*and for the class factor.
(c) Moral identity was also related to stream. The relationship between 
children with .moral problems and the position that they occupied within 
the formal ability structure of the school'was can. interesting one. Only 
33% of children were free from moral problems and of these over half 
(65) were in the A stream. Of the. remaining, 31 were in the B stream 
and 20 were in the C stream. Although the C stream had the smallest 
percentage of non morally disadvantaged children it did not have the 
majority of the most stigmatized. The largest percentage of girls in 
the groups with two or three moral stigmas were in fact from the B 
stream. This seemed to support the Kedd.ie argument that it was the B 
streams who had the most ambiguous, role to play in school, who 
suffered most .from anxiety and who often caused the teachers most 
concern (Keddie, 1971)• See Table 11.
The ambivalent position of the B stream, found when looking at the 
measure of compound moral stigma, was reflected in only one of the 
other moral stigma measures. The behaviour and the anti authority 
factors showed a clear progression of increased negative beahviour 
from the A stream to the B stream to the C stream.. The child, guidance 
factor did not conform to this pattern and E streamers had marginally 
heavier scores than the C streamers (Table 12). 'This' suggested that 
the moral problems of B streamers reflected emotional instability and 
the need for child guidance support rather than the more aggressive 
anti authority and poor behaviour of the C streamers.
(d) Intellectual identity and stream membership head a very strong positive 
correlation (Table 13). Only '2% of girls free from intellectual 
disadvantage wore in the 0 stream, while 49% of girls with one 
intellectual disadvantage and 74% of girls with two.intellectual' 
disadvantages were C stream members. Of the A stream, 12 girls had one
of these problems while 2 were recorded as having a verbal reasoning 
score of 6 or 7 and had been seen to be in need of remedial help.
There was a close link between the verbal reasoning score and 
the stream, to which the chi ld belonged.Table 14'.'shows’ .this relationship.. •
Although there was a positive correlation between-verbal, reasoning 
and stream, six girls■in the:top stream had a verbal reasoning score 
of six or seven. The table linking stream to identification as a 
remedial problem also demonstrated a degree of incongruence in the 
A stream,with eight girls being recognised either as having language 
difficulties or attending the remedial centres (Table 15)*
One explanation for the presence of intellectually disadvantaged 
girls in the A stream was to do with the structure of the fourth 
year course. The A stream in the fourth year did a general education 
course which catered for the needs of the more able pupils, but also 
was the obvious channel to fifth year work. Many of the first 
generation immigrants found in the fourth, year were well, motivated in 
school although their achievements were not necessarily high. These 
girls would opt for the general education courses as a means to some 
sort of external qualifications in the fifth'year. Thus fourth year 
A stream girls who did the general education course were not so 
stringently selected on intellectual criteria as was the case in the 
other year groups. Another explanation of the high percentage of girls 
identified as remedial in the general education stream of the fourth 
year was to be found in the nature of the remedial problems 
identified. Some girls had had cultural and-linguistic problems noted 
for them in -their earlier- school career which they might have solved 
by the time they reached the fourth year, particularly those with 
higher ability. Similarly this might have been the explanation why some 
children in the lower'school- were currently to be found in the A and 
B streams, although at some stage in their school life they had been 
marked for remedial- attention.
5. STRl'JAM MJiMNERSHIP AND MULTIPLE STIGMA (HALO)
There was a significant difference between the distribution 
of children on the multiple stigma scale in the three streams as would 
have been expected from the analysis of the individual identity areas 
made above. Not one member of the C .stream'was completely free from 
disadvantage, although seventeen members of the A stream and five 
members of the B stream were.# Out. of the fourteen members of the school 
having all five types of stigma, nine came from the C stream, three 
belonged to the B stream and surprisingly two belonged to the 
A stream (Table 16),
6. CONCLUSION-■
In this chapter we have considered the extent to which group 
identities produced by the formal divisions of school organization .
were reflected in the institutional life histories of the group 
. members.
Although situational' adjustment as a process has been shown to 
produce collective responses (Becker, 1 9 6 4 ), the house groupings at Rushel 
school had little apparent effect on their members in terms of 
recorded data. Houses, according to.Bernstein,' delineate fictional 
communities within school that are supported by "the linemonts of 
dress, the imagery of signs, tokens, the associations and sentiments 
invoked by scrolls, plaques, charts etc" (Bernstein, Elvin, Peters,1 9 6 6 ). 
At Rushel, ritual both differentiated'house groups from each other, 
and welded together members of the same house* Tcushel house rituals 
included house assemblies, an authority structure headed by a house 
mistress, Coloured ties, the parapha lia of cups and medals and 
inter-house competitions. Despite' this, pupils1 personal life 
histories (the school record) bore little relationship to house 
membership. Only in one respect was there a significant correlation 
between- school record data and house membership and this was in 
relation to the child guidance factor. Members of the green house 
.'were more likely to be defined as disadvantaged in relation to this 
particular moral stigma measure than other house groups. It was 
interesting to note that two green house classes were also ranked 
top of the list of general-disadvantage. Either the green house 
by chance had a greater incidence of emotionally disturbed children 
than other houses, or it was likely that green house teachers, 
particularly the house mistresses, might have favoured emotional 
instability as an explanation of pupils1 problems.
Age differentiating rituals, according to Bernstein, help 
differentiate groups" in time by marl-ring out ago status as of special 
significance. At Bushel, both age and house groups also reinforced 
the class as the basic unit of social organisation. Significant differ­
ences in collective life histories for specific classes generally 
reflected differences between year or house groups. Year groups 
differed markedly in the proportion of immigrant and low social class 
children that were members of them. However both these trends related
to the intricacies of the pupil intake rather than to the growth of 
collective identity. Little conclusive relationship between year 
group membership and the record of moral stigma was found.. First 
year children did, however, score /lower on compound moral stigma and 
the anti authority factor, suggesting that older children became more 
troublesome. This trend was to some extent confounded,though,by 
the high incidence of missing data recorded for fourth year girls.
All in all, the content of the life 1 hi stories of different members 
of different cla.sses, houses and year groups lent little support to 
the argument that these groupings forced collective responses on 
their members. As far as the evidence from the school record was 
concerned, class, year and house groups did not give rise to 
institutional group identities.
Stream membership, however, did relate closely to individual members* 
institutional life histories. Cicourel and Kitsuse have argued that the 
academic separation of pupils leads to their social and ecological 
separation,'(Cicourel and Kit suse, 1968). This argument was supported 
by the data in the school records. Stream membership was significantly 
associated with all the areas of recorded data except that relating 
to health. Immigrant children and children --with social problems tended 
to be in the C stream. C stream children wore seen to be more morally : 
reprehensible than other children although D stream children also 
had problems in this respect. Intellectual stigma was predictably greater 
for C streamers. When all types of stigma were put together to make 
a measure of multiple stigma, C streamers came out as the most 
.disadvantaged group in the school. Data from the school record, thus 
supported the argument that stream membership was responsible for a 
clear group identity.
APPENDIX TO CHAPTER EIGHT
Table 1. Chi-square significance scores showing the significance of 
the relationship between the school record variables and the four 
organizational variables. (NS = not significant at the .05 level).
Organizational variables
School record variables Class ! Year | House Stream
Immigrant generation .04 .0008 | NS .0000
Compound social stigma NS
f '■ " 1 11
NS j NS .005
Welfare factor
I'
NS
• . 
NS ! NS .0009
Class factor .0000 .0000 NS .01
Compound moral stigma .02 .01 NS .0005
■
Behaviour factor NS NS NS .001
Authority factor NS .03 NS . 
-
o o —J
Child guidance factor .0002 NS
.... .
.002 .0002
Intellectual stigma NS NS NS .0000
Illhealth j
i
NS NS NS j NS
Multiple stigma (halo) NS .04 NS j .0000
Table 2. Immigrant generation and year membership. J
Year
i
Immigrant generation j
Non immigrants First generation Second generation
First 22% 28/0 35?^
Second 2 % 21%  ■ 42%
Third 2!% 2 QP% 20%
Fourth 24% 31?» 4%
100?;; (221) 100%.(75)' 100-% (55)
Chi “  S < vua t^  * o o o g
Table 3* Year membership and the social class factor.
Social class 
Factor
I
Year
First Second Third Fourth Total
1. Not disadvant• 14% 159o 10% 59% 81
2. 26% 28/o 30% 15% 88
3. 38% 22% 39% 13% 99
4. Most disadv. 23% 35% 22% 13% 83
100% (88) 100% (94) 100% (78) 100% (78) 351
Kendalls Tau B = -.2 Chi-square = 83*5 9 d.f. Sign = .0000
Table 4* Year membership and compound moral stigma
Compound 
moral stigma
Year
First Second Third Fourth Total
None 43% 27% 30% 33% 116
One 46% 36% 35% 42% 139 .
Two 5% 22% 19% 13% 52
Three T% 15% . 17% 12% 44
100% (88) 100% (94) 100%. (91).'100% (78) 351
Kendalls Tau B = .08 Chi-square = 20.76 9 d.f. Sign. = .01
Table 5* Year membership and the authority factor
Authority
Factor
Year .
First Second Third Fourth Total
Non disadvantaged 64% 50% 50% 67% 200
Bisadvantaged 36% 50?0 51% -33% 151
100% (88) 100% (94) 100% (91) 100% (78) 351
Kendalls Tau B = -.009 Chi-square =8.5 3 d.f. Significance = .03
,—  —  — ... ......-  — —------- ---- — — . .. ...,...
Table 6. The percentage of pupils in each house with different scores
on the child guidance factor scale.
Child guidance factor
Houses
Red
58%
Blue Green Total
Non disadvantaged 47% 3 6‘j.; 165
Disadvantaged 42% 555% 6.4‘/’a 186
100% (119)100^ 117)100% (115) 351
Chi-square = 11.7 2 d.f. Significance = .002
Table 7# family size in each of the year groups 
in the family
Year
Number of children
1-2 4-6 7-9 10+ Total Missing
first 37 49% .34 45% 5 6% 76 100% 12
Second 37 47% 29 37% 11 14/6 1 1% 78 100% 15
Third 40 49% 30 37% 9 11% 2- 2% 81 100% | 11
fourth 6 26%. ' 10 43% 5 22% 2 9% 23 100% | 55
Total 120 103 30 ’ 5 258 | 93
Hissing data a 92. Kendalls Tau C = .1. Chi-square = 13.08 
9 d.f. Significance = .15
---------- :------- :------ :------ - ------ -— ------------------I
'
Table 8. Classes ranked in order of the percentage of disadvantaged 
pupils in them with respect to the school record variables.
School record School classes
Variables 1
■ .
2 3 4 5 6 7 8 9 10 11 12
All immigrants 2 1 6 4 3 4 9 10 11 12 8 7
1st generation 10 2 .9 5 4 11 5 5 12 5 3 1
2nd generation 1 6 5 4 3 2 6 8 9 9 9 12
Compound social stigma 11 3 5 9 6 7 1 1 8 3 12 10
Welfare factor 12 9 3 5 5 5 4 10 1 2 11 5
Class factor 6 9 4 1 1 3 8 4 9 12 11 6
Compound social stigma 10 12 3 7 2 5 11 6 1 8 4 9
Child guidance factor 10 12 3 9 1 5 11 8 2 7 4 6
Behaviour factor 9 11 2 3 1 3 5 5 7 10 8 12
/mti authority factor 10 12 1 2 7 '5 6 3 3 9 7 11
Intellectual stigma 7 11 9 6 5 4 11 8 10 1 1 3
Illhealth 4 3 1 11 8 ' 2 5 5 7 8 12 8
Key 1 = Most disadvantaged 12 = Least disadvantaged
Table 9* Classes ranked in order of their overall disadvantage
Most Disadvantaged 1 Cl as s 6 Year 2 Green House
j  2 Class 3 Year 2 Green House
3 Class 5 Year 2 Blue House
4 Class 8 Year 3 Blue House
Average Disadvantage 5
.T
I Class 4 Year 2 Red House
6 Class 10 Year 4 Rod House .
7
.....
Class 12 Year 4 Green House
8 < Class 1 Year 1 Red House
Least Disadvantaged 9' Class 7 Year 3 Red House
10 ; Glass .2 Year 1 Blue House
11 Class 11 Year 4 Blue House
12 Class 9 Year 3 Green House
!Table 10* Stream in relations to t h e .school record variables
chool record variables Chi-square sign Kendalls Tau
Immigrant generation 0000
Compound social stigma
Welfare Factor 0009
Class Factor
Compound moral stigma
Behaviour Factor ,001 .
Child guidance Factor 0002
Anti authority Factor 007
Intellectual stigma 0000
Illhealth NS
Multiple stigma (halo)
Table 11. The relationship of stream and compound moral stigma
Stream None One
A stream 56% 35%
B stream . 27/S ' 31%
C Litre am 1 7% 34%
1 0 0% 1 0 0%
Compound moral stigma
Chi-square = 25*37 6 d.f. Sign = .0003 Kendalls Tau C = .195
Three
r)K(
Table 12. Stream in relation to scores on the three moral stigma 
factors.
'
A stream B stream
7 . . I 
C stream {
Child guidance factor Low 6 1% - 37% 39%' |
high 39% 6 3% 6 2%
Kendalls Tau C = .21 1 0 0%- ■ 1 0 0 %
•
1 0 0 %
Behaviour Factor Low 69% 55%. 47% . I
High 31% 45% 53%
Kendalls Tau C = .21 1 0 0% 1 0 0% 1 0 0%
Anti authority Factor
.7
Low | 67%> 51% 49%
High '33% ■
i i 
tb
I L_ 
.
■51%
Kendalls Tau C = .17
!
| 1 0 0 % 1 0 0 % 1 0 0 % 
---------  -
Table 13* Stream membership and intellectual stigma
Intellectual stigma
Stream None One Two ;
A stream " [ 63%
0
t 
I
|' 
•
I 
!
4
 CN 
I
irv!
 ^
i
! 
■ 
' 1 
i
5% I
B sbream 35% 3©o 21$o j
C stream . 2%
.
49% 74% j
Kendalls Tau B = .60 100% ioo>;o
\Dc\00
Table 14* The verbal reasoning scores of girls in each stream.
Verbal reasoning scores
-------
.
Stream
i
Cvj 
| 
CO 
1
I 
i
1 
t 3 . j 4 5 •6 7
Total
A stream -
~T~ 
28 148
|
18 5 1 109
B stream
1
. I 3 111 44 25 9 92
i i
C stream j j
, ■ ,
I 3 ! 
.~o 
|
H 41 * I c\ i i 1.
Total ! ’ 8 !31 :59
i ! ] i
65 50 51 264
Table 15* Definition as a remedial problem for girls in each stream
I-
|Stream
Remedial probleip | A stream B stream C stream Total
General problem : I | 4 13 17
Language problem I 4i 6 9 19
Remedial action ; 4 . 4 ^ 17 25
Total ! s 14 39 61
Table 16. Stream membership and multiple stigma (halo)
i----- -
! Streamt
Multiple stigma j A stream
i
“I —
I B  stream C  £stream Total
1 Low disadvantage i 1 7  1296i I 5. 45o
' 2 2  65o
2 | 3 0  215-0 i 17I • 1 R '■ 6  6% 5 3  1596
3 b i | ! 4 5
3955 2 3 2-45-a 1 2 8  37%
4
' 1 . ...
j 2 7  1 9 %
I ■
! 31 21% 2 7 2Q% 8 5  2455
■5. ! 4 y' i 14 
- i . . -
I ‘3
12% 31 32% 49 1496
6 Iligh disad.vanta.ge | 2 if< y/~ 9 9 0/ 14 453
140 100?5 115 10095 96 10054 3 5 1  100%
Raw chi-square = 76.9 10 d.f. Significance = .0000 Kendall = .4
Figure 1. Bar graph showing the percentage of pupils in each colour 
group and in each year who were in the non stigmatized and the most 
stigmatized categories in the scale of compound moral stigma.
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Figure 2. The percentage of children from each ethnic group in 
either the A stream or the C stream
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Figure 3* The percentage of pupils from different countries of 
origin in relation to C stream memberships (5o from each country).
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TEACHERS1 EXPECTATIONS OP PUPILS
Part four of this report is concerned with the third of the 
institutional settings in which the pupil*s school career unfolds.
This is provided by the expectations of teachers concerning their 
pupils* orientations to school.
Chapter 9 gives an account of the research that exists into 
teacheivpupil relationships. The chapter begins with a brief account 
of studies of the teacher found in more traditional sociological 
literature. It goes on to focus on more recent studies which see the 
teacher*s role as part of the wider issue of classroom interaction* In 
this context an analysis is made of the concept *definition of the 
situation* using a model adapted from deviance theory. This model 
sees definition of the situation as a four phase process covering the 
teacher*s definition, identification and treatment of pupils and 
pupils* responses to this. The final part of the chapter samples 
educational research representative of each of the four phases of the 
defining process outlined, and concludes with a discussion of some 
of the substantive issues examined in subsequent chapters*
Chapter 10 presents an account of the empirical study by 
examining teachers* ratings of pupils* work, behaviour and sociability. 
The main proposition examined was that teachers, influenced by the 
disadvantaging context of a deprived environment, would rate children 
lower than average on all three measures. The chapter goes on to 
consider the relationship of the different ratings to each other. 
Underlying the analysis in this section was the assumption that 
teachers would be influenced in their perceptions of particular 
children and particular problems by a more general impression or halo 
effect. The last part of the chapter examines teachers* identifications 
of pupils as socially, morally, mentally and physically disadvantaged. 
In this section it was suggested that teachers would be reluctant 
to identify disadvantage, particularly as an explanation of poor 
behaviour or under-achievement, because it would devalue the 
compensatory activities seen as an integral part of their own roles.
The relationship of teachers* identifications of disadvantage in the 
four areas of disadvantage to each other was also considered. Again 
it was hypothesised that a halo effect would influence teachers to
see disadvantage as a multi dimensional thing. Finally, the factors 
underlying teachers1 perceptions of children in all seven areas of concern 
were identified by using the statistical technique of factor analysis.
Chapter 11 looks at the teachers* ratings of childrens* work, 
behaviour and sociability in terms of the child*s membership of 
formal school groupings. It was predicted that the pattern of 
these ratings would not differ between classes or houses except to 
the extent that the former was affected by age group membership.
There was likely to be some differences in teachers* ratings of 
behaviour and sociability but not work in the different year groups.
It was thought that stream membership would affect teachers* ratings 
in all three areas and thus be most significantly related to the halo 
rating.
The second part of the chapter considers teachers* identifications 
of disadvantage in relation to school's formal organizational 
groupings. It was not expected that the pattern of identifications 
would be different between classes, houses or year groups but teachers 
were expected to associate low stream membership with disadvantage 
more frequently than high stream membership. It was thought that 
physical and mental disadvantage would be most likely to stand 
independently of the formal school divisions while teachers (influenced 
by the ideology of compensatory education) would be most likely to 
associate moral and social disadvantage with low stream membership.
The final part of the chapter looks at the relationship of the underlying 
factors to membership of the schools formal organizational groupings.
It was expected that both inadequate pupils and bad pupils would be 
predominantly C stream members although the factors were not seen as 
being significant in relation to class or house. Year groupings were 
thought to be important in determining bad pupils but not significant 
where ineffectual pupils were concerned.
In the final chapter on teachers* expectations, chapter 12, 
teachers' perceptions of pupils are compared to the data from the 
school record. The final hypothesis examined was that recorded stigma 
would be congruent with teachers' expectations of their pupils. This 
hypothesis was examined by comparing teachers* ratings of their pupils 
and teachers' identifications of their pupils* disadvantage with the
five areas of stigma extracted from school record data. The last part 
of the chapter deals with the relationship of the two factors 
underlying the teachers* responses and the stigmas recorded in the 
school case histories.
1. TEACHERS'.EXPECTATIONS AND PUPILS' IDENTITIES IN THE CLASSROOM.
Teachers are as diverse in their psychological traits as any 
other occupational group (Vernon, 1953)* Despite this, the typical 
behaviour patterns implied in the use of the concept role, constitutes 
most of the earlier research into teaching activity. Traditional 
studies of the teacher's role highlighted the gap between teacher 
and taught by stressing roles such as the teacher-missionary, the 
teacher as selector and the teacher social worker (Floud, 19 and 
Tropp, 1957)* These stereotyped roles emphasised the dichotomized 
interests of reciprocal pupil roles, thus the missionary related to 
a primitive, the giver of life chances to those without them, and the 
crusader social worker to the deprived. In an even earlier account of 
teaching it was argued that conflict between teacher and pupil was 
inherent in the super-ordinate roles necessary to teaching. The 
authority relationship was seen as central to school life, and the 
teacher, in order to protect his authority, had to dominate by 
maintaining 'an unbendingness of personality*. According to this 
account the endemic disease of the teaching profession was a general 
lack of adaptability and a tendency to routine (Waller, 1932).
Teachers, of course, do not respond uniformly even to the same 
sorts of classroom situation. Where the context of their activity 
differs teachers' responses are likely to be even more diverse.
The sponsored system of British education produced different teachers 
and teacher involvements to the Contes,t system of American education 
(Turner, 1960). In an even earlier study of teacher-pupil relationships 
in Scotland, the teacher's conception of his function was shown to 
be influenced by school organization. In the schools studied, training 
for citizenship was seen to be the primary task of all teachers, but 
Junior school teachers saw their task achieved through inculcating 
moral values, while Senior school teachers regarded the development of 
intellectual faculties as being more important (Craig, 19 )• In a
similar study of secondary teaching in Germany (Kob, 1958)» tension was 
apparent between these two basic roles in school, a tension that was 
eased if one was ascendant, the ascendant role influencing the teachers' 
choices of reference groups and their self images. The relationship 
between these pedagogic roles and the teachers* professional 
backgrounds was also investigated and it was found that the graduate/ 
non graduate dichotomy distinguished teachers whose self images were
based on academic knowhow from those whose self images were based 
on pedagogical technique.
Interviews with teachers at Rushel school indicated that at the 
time of this research the majority saw their major roles in pastoral : 
rather than academic terms. The hidden curriculum embodying the 
values and rituals of school life was seen to be more important than 
the formal curriculum with its hierarchical structuring of subject 
experience and evaluation. The influence of the house system and the power 
and seniority of the house mistresses clearly illustrated this trend.
All three house mistresses were also Heads of Departments: of English, 
Mathematics and Art; but their overtly powerful actions occurred in 
the context of the house system rather than their departments. It 
is an interesting point that although institutions serve people they 
must also maintain themselves and that a proliferation of rules and 
routines serves to reinforce the position of personnel who must deal 
with clients (who agree to be there) and with inmates (who do not) 
(Silberman, 1971)• It is the ■inmates1 who become the "living 
inkblots of the classroom" for whom school represents "a cage" and the 
three R's are present in the hidden curriculum of "rules, regulations 
and routines" (Kackson, 1966). Most recent studies of the classroom 
thus substitute the concept of interaction for that of role, and 
look at the way that influences such as the hidden curriculum affect 
teache3>-pupil interaction, and result in different definitions of 
the situation.
Teachers and pupils rarely define the classroom situation in 
similar ways. They have vastly different stocks of knowledge and their 
interests in their present situation differ. School is a place where 
children are not accepted in their present stage of development, a 
place where they must change and grow. There is evidence that school 
is seen by pupils to be confusing (White, 1968), restrictive (Mallery, 
1962), a place where the important thing is to learn to get through the 
system (Noyles and McAndrew, 1968; Geer, 1968; Holt, 1964), and where 
behaviour is more important than work (Leacock, 1969). Teachers' 
preferences seem to be for those children whose behaviour reflects 
caution, control and conformity rather than independence, challenge 
and flexibility (Peshbeck, 1969; Holt, 1964)* It is interesting that 
these opposing definitions of the situation reflect the sort of 
compromise that is essential for education to proceed at all.
Pupils enter the classroom under legal compulsion, parental pressure 
and without choice - but they are not often completely reluctant 
participants. They have had an arduous * anticipatory socialization , 
which irrespective of its value emphasis with respect to education, 
has rarely left them in doubt that education must go on. Deschooling 
is a very recent ideology and has probably not yet.proliferated to 
many of those childrens' circles where group consciousness might 
produce concerted anti-school activity* Acceptance of school as a 
fact - if an unpleasant fact - is a constituent of most young peoples 
personalities.
Teachers are enourmously powerful in comparison to pupils. Their 
authority is both traditional and legal. It is supported by age 
status and subject expertise. But it is not absolute authority and it 
diminishes practically as the status of the pupil in terms of both 
age and knowledge increases. There is also the great drawback of 
being one amongst so many - and the continuous threat of rebellion 
(Geer, 1968).
What sort of working consensus is achieved in an arena such as 
the classroom?It has been argued that teacher-pupil relationships 
are typically asymmetrically contingent (Hargreaves, 1972), but that 
the pupil's behaviour is more contingent on the teacher's behaviour 
due to the latter*s greater power in imposing his definition on 
his pupils. Hargreaves argued firmly that it was the pupils who 
adapted to the teacher rather than vice, verga. He saw two basic areas of 
adaptation as being those of instruction and discipline, and the 
two modes of adaptation as those exhibited by the good pupil and the 
bad pupil. Good students demonstrated to the teacher that he was a 
good instructor by learning well, and that he was a good disciplinarian 
by behaving well. Bad students, on the other hand cast doubts on the 
teachers competence by either learning badly or behaving badly. This 
argument has been supported by research which has shown that the 
teacher's feelings about students are shaped by their negative or positive 
perceptions of students, and that these in turn depend on how the 
teacher is affected by the students (Silberman, 1971)* Negative 
perceptions are often accompanied by disparaging labels which may then . 
be used to legitimate the teachers* neglect of their students 
(Kohl, 1967).
Hargreaves summarizes the asymmetrical contingency of the
interaction -well in the following paragraph:
"the teacher defines the situation in terms of his 
own roles and goals, especially as they relate to his 
instructional and disciplinary objectives, and assigns 
to the pupils roles and goals that are congruent with 
his own. He selectively perceives and interprets pupil 
behaviour in the light of his definition of the situation.
On the basis of further interaction with the pupils and 
repeated perceptions of them, he develops a conception 
of individual pupils (and classes) who are evaluated 
categorized and labelled according to the degree to 
which they support his definition of the situation.
He then responds to the pupils in the light of these 
evaluative labels." (Hargreaves, 1972, pl6l).
The fact that labelling sets in motion the self fulfilling 
prophecy in certain cases has been well documented in the literature 
(Douglas,1969; Rosenthal and "Jacobson, 1968). The processual pattern 
by which it operates is less well documented particularly in 
educational research. Kitsuse gives one of the clearest accounts 
of this process in a piece of work in which he examines the stages 
through which the deviant homosexual career moves at its onset 
(Kitsuse 1964). If one imposes these stages on an educational context, 
and substitutes classroom deviants for homosexuals, it becomes possible 
to outline the process by which the teachers of disadvantaged children 
construct a reality for them.
2. THE PROCESS OF DEFINING THE SITUATION
The process of constructing reality is complex but Kitsuse divided it 
it into four analytically separate parts. Definition is extra contextual. 
It is part of the teachers* commonsense knowledge relating to educational 
disadvantage. It is brought into the interactive context of the classroom 
but there can be rejected, modified or reinforced.Definition is thus 
tentative. Identification occurs in terms of these definitions. The 
identification is made if the definition is confirmed by other actors 
in the situation. Initially it is a tentative identification and emerges 
from a testing situation. Secondary identification and treatment occur 
on the basis of subsequent interactions which refute or validate the 
teachers* initial definitions and identifications. The teachers* actions 
become less tentative as the interactions continue. An element of 
habituation creeps in. Treatment enters the situation as the 
teachers' respond-in appropriate ways to the identified children.
Feedback occurs when the pupils eventually respond to the treatment 
meted out to them by the teacher. In forcing her definition of the
situation on the children she influences them to make responses to 
her expectations of their behaviour. The result is that often these 
expectations become the self fulfilling or self destroying prophesies 
of the classroom.
3. DEFINING THE EDUCATIONAL SITUATION
It is not difficult to find aspects of this process documented in 
recent research although there is no substantial account of the whole 
process in educational resear'oh with the possible exception of the 
study of Lakeshore. High School (Cicourel and Kitsuse, 19^3)• A review 
of the piecemeal research that does exist is useful, however, in 
that it indicates the complexities of the whole process.
The educational ideology of the teacher can be seen to underlay 
his selection of different areas as problematic. Young, in his account 
of the development of the sociology of education has shown that the 
educational problems that sociologists have taken to examine in the 
last two decades have been linked to the educational and socio/ 
political ideologies that predominated (Young, 1971)• Williams has 
also made the point that educational practice was a reflection of 
conceptions of the educated man that were tied to the ideological 
stances of elite groups in society. In the light of his arguments it would 
seem that movement from traditional to child centred, views of education 
reflected a change in the power structure of society; a movement from 
bourgeois control to democratic control and thus a change from an 
elitist, qualification oriented educational system to an expansionist 
one geared to education for all (Williams, 1$)6l). Bernstein has taken 
this argument even further in his account of invisible pedagoc^e^ 
(Bernstein, 1975* p1l6).
On a more mundane level it is possible to distinguish the 
classroom orientations of teachers affected by these two ideologies.
The teacher with a child centred ideology will be more likely to 
value those pupil qualities that enable the child to get on himself 
with little fuss (busyness) than the teacher with the traditional 
ideology who will want continuous evidence that the child has accurately 
taken over the appropriate knowledge (ability to read). In a recent 
large scale study of progressive education, the researchers were able 
to establish criteria for seperating progressive and traditional.
teaching quite satisfactorily ( \
One of the reasons for the failure of much sponsored curriculum change 
has been that the ideological stance of the teachers has not been 
accounted for. Barker -Lunn demonstrated that attitudes to streaming 
bore more relationship to classroom practice than the formal assurances 
of the schools concerned that they were streamed or unstreamed 
(Barker-Lunn, 1970)* In accounting for the failure of organizational 
innovation, Gross and his colleagues described it as the failure of 
teachers to cope with the new 'catalytic* role model that they were 
expected to assume (Gross, Giacquinta and Bernstein, 1971)* It follows 
from the reports quoted above that the teacher does come to the classroom 
with a pre-conceived definition of the situation which is influenced by 
the ideology that she holds. What’ is less clear is the point in iheir 
careers in which the teachersieducational values and practices become 
cemented into a definite ideological stance*
The teachers* specific training, and following from this their 
exposure to particular educational theories, is closely linked to the 
educational ideology to which they will subscribe. The time at which 
the teachers train (and therefore their ages) as well as the particular 
interests of their colleges, the age of the children they have trained 
to teach, the courses that they elect to do, all influence their 
general definitions of the situation, \\ftiether the disadvantaged child 
will be defined in terms of social processes, personal characteristics 
or environmental factors will probably reflect the student- teachers' 
choices of sociology, psychology or health as the major subjects 
of study in the college. However, there is some evidence that although 
educational theory affects what teachers* say they do, it is not so 
clearly related to what they actually do. Keddie showed clearly that 
in the school that she investigated the 'educationist* arguments of the 
teachers were quite unrelated to their behaviour in the classroom or 
their accounts of classroom problems in the staffroom. In fact the 
educationist arguments were confined to formal meetings and formal 
conversations with people from other departments or outsiders 
■(Keddie, 1971). To some extent this position was also apparent at 
Rushel school.
The point at which educational theory becomes divorced from 
practical teaching (assuming that the link has been made explicit in the 
college) is probably the point at which in-school socialization begins.
Organizational contingencies are a major factor affecting in-school 
socialization. Keddie offers some interesting accounts of the way 
that teachers in school took it upon themselves to make her familiar 
with the implications of stream membership for behaviour or other 
motivation in school. Staffroom talk is another mechanism through which 
in-school socialization operates. Staffroom talk is mainly about 
classroom activity though there is no necessary consenus about its 
interpretation. Staffroom talk tends to centre on the actions of 
specially selected children, usually defined as deviant (Hargreaves,1972). 
The implications of these choices are that some sort of taken for 
granted consensus exists about pupils deemed worthy of such' general 
discussion. The identities of these pupils are established in the 
staffroom well before a new teacher enters into a relationship with 
them, and often this new relationship is preceeded by explicit warnings 
about the children involved. Estelle Fuchs, using data from Hunter 
College's project TRUE (Teacher resources for urban education) described 
how "the slum school's tacit belief that social conditions outside 
the school make failure inevitable dees make such failures inevitable" 
(Fuchs, 1968). She went on to argue that the early tracking of 
childrens futures was the result of teachers being socialized by the 
school to accept its structures and values.
Of course many teachers will argue that this sort of information 
provides the new teacher with realistic previews of what is involved 
in teaching. Knowledge of the type of school, Fuchs showed, played 
a large part in this preview just as knowledge of the stream was 
shown to be important by Keddie. Knowledge of the environment in which 
the school is placed, and the values of the inhabitants of that 
environment also affects the teachers' initial definitions. Teachers 
from lower working class backgrounds will have different initial expect­
ations of the school classroom to teachers from other social groups; 
teachers who have themselves been educated in a Modem school will be 
dis-similar from those educated in a Grammar school; teachers themselves 
living in the school environment will see things differently to those 
that bus in. Knowledge of the social and geographical environment in 
which the school is placed is closely linked to knowledge of the 
children themselves. Geographical and environmental factors imply 
generalizations about children just as the placing of children in the 
organizational system of the school implies other generalizations.
More specific knowledge about individual children is also available, 1 
particularly in the school records.
The final factor affecting the teachers* initial definitions of the 
classroom situation relates to personal characteristics and experiences 
which may have been peculiar to individual teachers. However, despite the. 
quotation with which this chapter begins, there is evidence and 
argument to suggest that teachers individual orientations are probably 
more similar than different. Waller has made the point that occupational 
choice is highly self selective (Waller, 1932), and Spindler argued 
that the process of accultuPization limits the occupational type 
even further (Spindler, 1959)* In fact the fully fledged teacher 
is one who has chosen to teach (with all its implications), managed to 
last out the sorting house of his college experience, won through his 
probationary year in school, and managed to adapt to the intricacies of 
a particular type of school. On the basis of this it seems legitimate 
to argue that the occupation mouldeth the man.
Many of the factors that relate to the teachers* initial definitions 
of the classroom are part of the cultural context from which they come. 
Becker has argued that the teachers latent culture is the most 
influential determinent of his actual identification of particular 
pupils as good or bad (Becker and Geer, 1958). In his study of Chicago 
schools, he found that teachers typically distinguished three broad 
social class groups and that teachers identified each of these groups as 
adjusting differently to school situations.lt is interesting to note 
that in this study teachers saw the adjustment of slum children as 
being problematic in all the major areas of school concern. These 
children were identified as the most difficult group to teach. They 
were seen to lack.interest in school, have low ability and to have 
benefited little from outside training - thus on ability, achievement 
and effort they rated low. Secondly, the children were identified-as 
difficult within the disciplinary area. The slum childs initiation 
into physical aggression within his family situation was seen by the 
teachers to be the cause of behaviour which they could not control.
The teachers* time was spent in keeping order rather than.in 
imparting skills and the teachers felt that other people did not 
expect them to achieve very much of educational value with these 
children. A third area of concern was that of moral acceptability,
and it was this area that was most clearly related to social class
grouping. Becker wrote:
"It is, however, the slum child who most deeply 
offends the teacher*s moral sensibilities; in almost 
every area mentioned above these children, by word, 
action, or appearance, manage to give teachers the 
feeling that they are immoral and not respectable.
In terms of physical appearance and condition they disgust 
and depress the middle class teacher...." (Becker, 1952).
The slum childfs immoral behaviour was defined broadly. He lacked
the values associated with health and cleanliness, sex, aggression,
ambition and work. He was also seen as more dishonest and more often
in trouble with the police, as sexually promiscuous, obscene and
lacking in the' values of striving and thrift displayed by his middle
class counterparts. Thus, argued Becker, the teachers* differential
reactions to various class groups, perpetuated the class differences
to which the teachers initially reacted.
Much of the other research into the teachers* identifications 
of disadvantaged children has been concerned with the ways in which 
teachers discriminate against working class children. Holt, from 
the vantage point of the participant observer has commented on the 
three classroom laws of pleasing teacher and the inability of working 
class children to fall in line with them (Holt, 1964). Hargreaves 
has also noted the difficulties that working class children have in 
offering even a simple account to their middlfc class teachers 
(Hargreaves, 1972). Teachers* identifications of problem children, 
as Becker has suggested, stem from the inability of cert&in children 
to act in what the teachers regard as a culturally acceptable way.
The treatment meted out to those children identified as 
educational problems varies in different classrooms. Treatment is 
easier for the teacher to mete out where the child is identified 
as generally difficult. Hargreaves has argued that there is likely 
to be a *halo effect* when it comes to identifying problem children. 
The teachers* greatest difficulties are With those children that are 
good on one dimension and bad on another - children who behave 
badly but are clever, children who work hard but are deceitful, 
well behaved children who are dirty. Teachers have difficulty in 
both their treatment and labelling of such children and it is 
probably from such discrepant school careers that labels such as under 
achiever and over achiever have sprung.
Treatment meted out to a child identified as a problem can take 
two forms; it can distinguish him from his non problem peers or it can 
fail to distinguish him from them* Both these treatments are clearly 
visible to the rest of the participants in the interaction* The naughty 
child who is not penalized is as clearly visible as the naughty child 
who is penalized. Children can also react to their treatment in two 
different ways; they can accept the treatment or they can reject the 
treatment. This response of children to treatment initiated by teachers 
is an important factor in the eventual outcome of the encounter.
Y/erthman in an interesting study of gang members analysed "accounts 
of classroom situations in which gang members received unacceptable 
treatments, refused to recognise the authority of teachers, and were 
labelled 1delinquents'..... compared to classroom situations in 
which the treatment received was considered soundly based, the authority 
of the teacher was accepted, and gang members remained ordinary 
students" (Y/erthman, 19^3)• This suggests that even after definition, 
identification and treatment have occurred, there are still several 
responses open to the problem child. The child may accept the teachers' 
treatments and therefore accept the validity of the teachers' 
identifications (the self fulfilling prophesy) or the child may 
rebel (an interesting analysis of this is suggested by Mertons. 
work on delinquency and anomie).
^COUCLUSIOH
The teacher's definition of the classroom situation is more 
powerful than that of others. As has been seen, it is affected by 
past learning and experiences, the immediately significant others,- and 
by members of a more extended role set. Despite threats to her discipline 
and control, the teacher largely sets the stage upon which the child 
actors must perform. Teachers provide pupils with masks that they 
must wear in the classroom. Very often these masks are carried through 
into other areas of life both within school and in the wider world.
Conventional wisdom, the wisdom of the staffroom and that found 
amongst the educationally concerned, suggests, that pupils' identities 
in school are to a large extent created by their relationships to 
teachers. Sociological research supports the view that teachers' 
expectations create the most compelling roles that confront the pupil. 
What teachers think, is .for the pupil, the most vexatious fact of
school life. This is not to say that the diversity as well as the 
consensus that exists in pupil-teacher relationships is not recognised. 
Typical patterns of relationship by no means provide completely 
deterministic explanations of classroom behaviour. The school classroom 
provides a context which can Vary along a continuum stretching from 
traditional to progressive, in which teachers can be seen as guardians 
of an objective body of knowledge or viewed as horticulturalists in 
the gardens of childrens' minds.
Iri previous chapters the career of the school pupil lias been 
explored in terms of a model which has separated objective position 
from felt identity. Objective position has been seen to give rise to 
virtual, segmented identities, that like masks can be worn or rejected. 
These identities proliferate the important domains of school life. In the 
classroom it is the teacher who hands out the masks.
Given that teachers are powerful reality definers for their 
pupils, there are certain areas that are traditionally accepted as being 
within a teachers professional competence to judge. School work is 
obviously a school matter in which both pupils and teachers would 
accept teachers as legitimate judges, despite the questions raised 
recently by the descKoolers (illich, 1972). Behaviour, also, is accepted 
by most people concerned with schools as an area in which teachers are 
competent to judge although disagreements certainly exist between 
teachers and pupils about what sorts of activities the term 
'behaviour' legitimately covers. The appropriateness of teacher 
expectations concerning inodes of dress and personal presentation 
is one area where consensus is difficult to achieve. A third area 
of concern to teachers is that of the sociability of their pupils. 
Educationalists would argue that an awareness of the form and quality 
of pupil relationships was a prerequisite to effective teaching in 
the classroom.
Although it was not possible to collect evidence concerning the 
whole process of labelling outlined in this chapter, teachers' ratings 
of their pupils did provide a picture of girls who teachers identified 
as failing in the three areas outlined above, iiatings of pupils* 
work, behaviour and sociability were further elaborated by teachers *
perceptions of disadvantage in relation to these girls. In the three
>
chapters that follow, the teachers expectations of their pupils 
are analysed, and these expectations are compared with the girls* 
positions in the organizational complex of school life and also 
with the identities established for these girls by the school records.
CHAPTER 10. THE PATTERN OF TEACHERS* EXPECTATIONS
1. INTRODUCTION
The questionnaire that teachers were asked to complete dealt 
with two distinct areas. Eirst teachers were asked to rate children 
on a five point scale in terms of the three criteria of work, behaviour 
and sociability. Secondly, teachers were asked to identify children who 
were either slightly or extremely disadvantaged in the four areas of 
social, moral, mental or physical disadvantage.
The questionnairewas completed by class teachers. The classes 
were mixed ability classes with each stream proportionately represented 
(see chapter 5). There was therefore no reason to suggest that the distr­
ibution would conform to other than statistically normal patterns.'
The classes did differ with respect to house and year membership 
but houses were more or less randomly chosen and teachers tend to 
allow for the age of the children they teach automatically. However, 
given the long tradition of non selective education at Rushel, and 
the teachers' knowledge of their pupils' low verbal reasoning abilities 
and low attainments, it was probable that work ratings at least would 
be skewed in favour of the lower scores. Similarly, teachers were 
aware of the disadvantaging environment in which the children lived.
They had considered application for EPA status. They were aware 
of the large number of children in the school who had come into contact 
with the police. They were also aware of the schools past reputation 
as a delinquent school. Given this knowledge, it seemed likely that . 
behaviour ratings would also be negatively skewed. Finally, the teachers 
might have been expected to consider the high mix of immigrant 
children and the frequent visits of the child guidance counsellors 
and welfare workers as evidence of unsociability. The first proposition 
was therefore that teachers' ratings and identifications would be 
effected by the context in which the teachers worked. First, that 
children would be perceived as below average when rated on the five 
point scale in all three rating areas • Secondly,, that fewer children 
would be defined as disadvantaged in terras of the criteria used than 
would have been expected given the nature of the locality. This 
hypothesis was based on two assumptions. First, that teachers, within such
an environment would see disadvantage as a relative phenomenon.
Because of the widespread incidence of at least three of the types 
of disadvantage under discussion, they would be likely to select only 
cases with the more extreme problems. Secondly, that as they saw 
their own roles in compensatory terms, admission that disadvantage 
prohibited learning would have reflected on their own success.
The second proposition examined was that teachers* ratings and 
teachers* identifications of disadvantage would be influenced by 
overall conceptions of both childrens* capabilities and childrens* 
disadvantaging circumstances* A great deal of sociological and 
psychological work suggests that people tend to see others in totally 
congruent ways rather than as segmental beings. This being the case 
it might be expected that teachers* ratings of children would be 
influenced by their overall view of children. This halo rating would 
thus distinguish children along a positive and negative continuum.
If children were seen to be particularly weak in the work area, one 
might hypothesise that they would also be seen to be troublesome and 
unsociable. Similarly, perceptions of disadvantage could be influenced 
by a halo disadvantage conception. This would mean that children seen 
to have low mental abilities would also be seen as poor, immoral and 
physically unfit. The picture that immediately springs to mind is 
the stereotype of the child from the problem family. This type of child 
has been particularly graphically described in the schools council 
working paper 27, Cross'd with Adversity (Schools Council, 1970)*
Finally it was hypothesised that teachers' views of children 
would be affected by their overall perceptions of children in relation 
to their conceptions of their own roles. In other words it was expected 
that teachers would see pupil roles as congruent with their own 
roles. This hypothesis was examined by computing two factors that 
underlined the seven response categories. Factor analysis was used to 
construct two indices of teacher responses and the resulting factors 
were identified in terms of the teacher/pupil role congruence 
hypothesis outlined above. The teachers orientations to pupils, 
identified by these factors, could be expected to relate to many of the 
other features that were of importance in the child's school career.
Only the construction of these indices has been examined in this chapter. 
Their relationship to other variables is the subject of subsequent 
chapters.
2. THE RESEARCH .'INSTRUMENT
An extended discussion of the research instrument and the research 
procedures for the analysis of teacher expectations can he found in 
chapter two. It is useful at this point to re-iterate certain aspects, 
of this discussion that are essential for an understanding of this 
part of the research.
Class teachers were the subject of this investigation. It was 
hoped that their responses in the questionnaire would highlight two 
aspects of their expectations concerning pupils. First, their ratings 
of pupils were thought to reflect their expectations of pupils' 
work, behaviour and sociability.'Secondly, their identification* of 
disadvantaged pupils in the four areas listed on the instrument was 
designed to tap their conceptions of the causes of educational failure. 
Teachers were explicitely instructed to identify children who failed 
in school beacuse of outside disadvantaging factors. They were not 
asked to identify disadvantaged children who were successful in school. 
They also had the opportunity of adding to the disadvantages listed 
on the sheet.
By asking teachers first to rate children and then to identify 
the disadvantages causing failure made it possible to integrate these 
two elements into the teachers overall view of particular children and 
thus to identify teachers' expectations of them. In later chapters 
the expectations of teachers concerning specific children has been 
compared to other aspects of the pupils' career pattern.
3. THE FINDINGS
(a) The overall pattern of teacher ratings.
Given the fact of the disadvantaging environment, did teachers 
rate their pupils more negatively than a normal distribution would 
have suggested?
Table 1 shows the overall pattern of teacher ratings in the 
three areas, while table 2 gives a comparison of these ratings in 
terms of some common statistical measures.
In all three areas teachers’ ratings followed a normal pattern 
with the peak of the distribution occurring above the average point 
of the scale. This was clearly indicated by the mode which in all 
three areas was three (the average point on the scale). There were 
also some differences in the patterns presented by each distribution. 
The mean and median scores suggested that teachers tended to rate 
pupils lower on the work scale than on either the behaviour or the 
sociability scales, while the standard deviations of each score 
suggested that there was less variability in the teachers* ratings 
of pupils for sociability than for other ratings (Figure 1 shows 
these trends graphically and illustrates the skewness and kurtosis 
statistics, with the peaked curve of sociability contrasting markedly 
with the flatter, more spread out distribution of the behaviour 
scores).
Apparently, the status of the school, its local environment and 
the composition of the pupil intake did affect the way teachers rated 
work. Teachers saw their pupils on the whole as below average. This was 
in line with their views of their own roles as pastoral rather, than 
academic and therefore did not produce a conflict situation for the 
teachers.
Behaviour ratings were skewed very slightly towards the higher 
end of the scale. Teachers did not rate the behaviour of the majority 
of their pupils as worse than average. As an observer in the school 
this came as a surprise as it was obvious from both staffroom 
conversations and from the noise coming from particular classrooms that 
many teachers did find their pupils* behaviour problematic. More 
children were rated as having excellent behaviour (18%) or above 
average behaviour (28%) than was the case in the other two categories. 
There was little difference in the percentage of very weak ratings but 
when below average and weak ratings were taken together, fewer 
identifications were made for behaviour than was the case for work 
or sociability. One explanation of this could have been that teachers 
tended to see behavioural problems in the classroom as stemming from 
the activities of the group as a whole, rather than from the behaviour 
of particular children.
Sociability was seen mainly as average for most pupils (52%),
Although there were slightly more above average ratings than below 
average ratings, this distribution was more symmetrical than those 
for behaviour or work had been.
.(D) The relationship of work, behaviour and sociability ratings to 
each other.
It was suggested in the last section that teachers tended to see 
their pupils as not very bright, reasonably well behaved and fairly 
average in their level of sociability. In the present section, the 
relationship of the three groups of ratings to each other has been 
considered.
Many studies of teachers have hypothesised that teachers view their 
pupils in general rather than specific ways and that in evaluating 
them they use umbrella criteria. Data in tables 3,4 and 5 suggest 
that such a halo effect could have been present in the ratings of 
Rushel teachers. The tables indicate that the ratings for individual 
children appeared to have a fairly strong positive relationship. This 
relationship is shown clearly in table 6 where the contingency coefficients 
and Kendalls Tau B correlation coefficients are compared. The 
weakest of these relationships, that between work and sociability, had 
a contingency coefficient of .5 and a correlation coefficient of .4.
The strongest relationship was that between sociability and behaviour which 
had coefficients of .6 and .5 respectively.
Further calculations showed that 33 children (14%) were rated 
1 or 2 on all three scales, 32 children (14%) were rated average 
on all three scales, and 16 children (7%) were rated below average 
or weak on all three scales. Thus a very clear halo effect was apparent 
for teachers * evaluations of 35% of all the children for whom complete 
data was available.
A composite variable for overall teacher ratings was constructed 
from the three sets of ratings data. (The mechanics of this have been 
outlined in chapter 2). The result of the measure when applied to the 
data was that 27 children (12%) fell into category 1, 40 children (18%) 
fell into category 2, 120 children (52%) fell into category 3» 35 children
(15%) fell into category 4 > and 7 children (3%) fell into category 
5 (229 children in all). Table 7 outlines these figures.
(c) The overall pattern of teachers1identifications of pupils as 
disadvantaged.
Teachers were apparently most aware of social problems when 
identifying disadvantaged children. Table 8 indicates.that social 
problems were most frequently picked out as constituting disadvantage 
for the pupils. 35% of all pupils for whom the information was 
available were perceived as suffering some sort of social handicap, while 
9% of all girls were thought to have extreme problems due to social 
factors. Moral disadvantage was considered to be the next most 
problematic area with 24% of the girls being identified as possessing 
some sort of moral handicap and 6% seen as being extremely disadvantaged. 
Veiy few girls were seen to have physical or mental disadvantages. Of 
the 16% of girls identified as having some sort of physical handicap 
only 2% were seen to be extremely disadvantaged. The most surprising 
finding was that teachers did not identify many girls as mentally 
disadvantaged despite the fact that stream was seen to be the most 
influential organizational variable in almost all other areas. Figure 
2 presents a graphic representation of these statistics.
.(*) The relationship of teachers1 identification of different types 
of disadvantage to each other.
Table 9 shows the relationship of the four disadvantage areas 
to each other in terms of chi-square significance scores and gamma scores. 
In that table it can be seen that there was a fairly strong association 
between identifications of social, moral and mental disadvantage but 
a much weaker association between physical disadvantage and the other 
variables. On the basis of these association it was thought plausible 
to construct a general disadvantage scale which would reproduce any 
halo effect operating for teachers1 identifications. This scale has been 
discussed in chapter two in detail. The result was that 124 cases fell 
into category one, 54 cases fell into category two, 42 cases fell into 
category three and only 17 cases fell in the most disadvantaged category, 
category 4*
(e) The relationship of teachers1ratings of work, behaviour and
sociability to teachers1 identifications of social, moral, mental 
and physical disadvantage.
Earlier in this chapter.a measure of the halo effect behind 
teachers1 ratings of work, behaviour and sociability was constructed. 
Comparing this halo:rating measure with teachers* identifications of 
disadvantage produced some interesting findings (table 10). Pupils 
who were identified as disadvantaged by teachers tended to be pupils 
who scored low on the halosrating scale. Only one pupil who was identified 
as extremely disadvantaged and only thirteen pupils who were identified 
as slightly disadvantaged rated high on the halo scale (45 pupils were 
rated high altogether). This compared with 25 identifications of slight 
disadvantage and 14 identifications of extreme disadvantage for pupils 
rated low on the halosrating scale.
It was predictable that teachers'ratings of work, behaviour and 
sociability should be related to their perceptions of disadvantage in 
their pupils, particularly as both sets of data were collected on the 
same information sheet. Pupils seen as being extremely disadvantaged were 
also seen to be global under-achievers and therefore to rate low or middle 
on the halo:rating scale. To a lesser degree this was also the case 
for pupils that teachers identified as slightly disadvantaged.
If children rated as below average or weak in all three rating 
areas are looked at in terms of teachers'identifications in each area 
of disadvantage, some other interesting relationships appear. For all 
types of disadvantage except physical disadvantage, and in each of the 
■rating areas, the percentage of children in each category of 
disadvantage increased as the identification changed from slight to 
extreme. This indicated veiy clearly the positive association between 
teachers' low ratings of children and their identification of particular 
children as disadvantaged (table 11). However, this relationship between 
children rated as low and categories of disadvantage did not 
necessarily imply a high correlation between ratings and identifications 
overall (table 12). The gamma scores in table 13 indicate that a high 
correlation was most global between work ratings and social, moral and 
mental disadvantage; also between moral disadvantage and ratings for
sociability, work and behaviour. Physical disadvantage did not appear 
to correlate strongly with any other variable, while sociability and 
behaviour ratings only correlated strongly with moral disadvantage. This 
set of statistics suggested that some interesting general factors might 
underlie, teachers' views of children in their classes.
The relationship between teachers ' identifications in the 
individual disadvantage areas and teachers' ratings wore further 
clarified when halo sidentification was compared with halo:rating.
Table 1? shows the association was fairly strong.with correlations of .3 
(Kendall) and .5 (Gamma). For the individual ratings, halo:identification 
was associated most closely with work (.3 Kendall) and least with 
behaviour ratings and sociability ratings (both .2 Kendall).
(f) Composite factors emerging from the teacher variables.
It has been suggested that the reality constructed for pupils 
in teachers' responses to the questionnaire contained an underlying 
pattern or rationale that.-affected the form of the particular response 
items. The hypothesis was tested by constructing two composite variables 
or factors by using the mathematical technique of factor analysis.
The factor analysis was carried out on the seven teacher response 
categories (work, behaviour, sociability ratings, and identifications 
of social, moral, mental and physical disadvantage). A discussion of 
this can be found in chapter two. Two factors extracted were identified 
as a good/bad pupil factor and an inadequate pupil factor. The good/ bad. 
pupil factor identified pupils on a continuum ranging from good pupil 
characteristics such as good behaviour and work achievements, sociability 
and little moral disadvantage to their negative equivalents; while the 
inadequacy factor identified pupils on a continuum from adequate pupils 
to inadequate pupils who exhibited characteristics such as mental, 
social and moral disadvantage and poor work achievement.
Factor 1 was apparently a school based factor. It related most 
clearly to teachers ratings of their pupils attainments in sociability, 
work and behaviour. It was also seen to be linked to external moral/ 
emotional and social disadvantage. This suggests that pupils’'were 
assessed in terms of a general school orientation which at its most
positive produced sociable, well behaved, hard working girls, and 
at its most negative produced unfriendly, badly behaved girls who 
did not work. This general school orientation was also seen to be linked 
to moral and emotional problems external to school or to social 
problems produced in the home. Factor two was apparently a non school 
factor stressing external disadvantaging variables. Mental disadvantage 
was its strongest element but this was seen to be closely linked to 
social and moral/emotional disadvantage. In school it was reflected 
in low achievement rather than poor behaviour or unfriendliness. It 
appeared to distinguish children who were inadequate rather than malevolent.
The distribution of children in relation to these two factors 
was achieved by separating the top and bottom quartiles from the 
middle two quartiles. On the good/bad pupil factor, 63 children were 
identified as good pupils, 115 pupils were average and 64 pupils were 
seen as bad pupils. On the adequacy factor 65 pupils scored above 
average, 122 pupils scored average and 61 pupils were identified as 
inadequate.
4. CONCLUSION
The first part of the instrument provided a clear framework 
within which teachers were able to cariy out the relatively simple 
task of rating pupils in their classes. 'ihese ratings provided data 
about an important aspect of the- reality created for children,within 
classrooms by teachers. Teachers, overall, tended to view their classes 
as not very intelligent, of average sociability and fairly well behaved.
The hypothesis set up at the begining of the chapter was thus only 
partially supported. Teachers were apparently influenced by their 
knowledge of the low academic achievements of Rushel children into 
seeing them as an academically below average group. They did not, 
however see the pupils as below average in the other two spheres.
Probably their more favourable definition of behaviour was influenced 
by fear of the stigma normally attached to teachers who admit that 
they find childrens' classroom behaviour disruptive. The analysis did, 
however,support the assumption that teachers' ratings of children were 
influenced by an overall evaluation of them. For 35% of children, 
teachers ratings in all three rating areas were congruent.
The reluctance of teachers to identify children as disadvantaged
emerged clearly from the data. Teachers were mainly aware of social and
moral problems as disadvantaging factors but saw very few children as
handicapped by either physical or mental disadvantages. The reluctance
of teachers to identify educational failure in terms of external
disadvantaging factors leant some support to the hypothesis that
such identification would cast doubt on the success of their own
compensatory activities. There was an obviously important difference in
the way that teachers viewed1 the four different areas of disadvantage.
Apparently teachers saw physical disadvantage as unfortunate but
rarely the cause of poor educational achievement. Where this identification
was made teachers tended to qualify their position by pointing to
)
such things as the pupils prolonged absence from school. Teachers failure 
to identify mental disadvantage more frequently was surprising. Their 
ratings of work suggested that children on the whole at Rushel were 
below average achievers. Their failure to select mental disadvantage more 
frequently suggests that they did not see this as the cause of their 
pupils* poor attainments. Again this response lays emphasis on the 
importance of the philosophy of 1 compensation* at Rushel. Low achievers 
were capable of being helped - mentally disadvantaged children presented 
a problem that teachers saw as innate and uncontrollable. Social 
disadvantage was seen as most typically representing a block to 
educational success. Many teachers identified social disadvantage in 
terms of ethnic difference. Moral disadvantage was the second most 
popularly chosen response. Moral disadvantage was seen either as a 
personal fault over which the child had control if she chose (therefore 
moral disadvantage was selected far less frequently than might have 
been predicted on the basis of the low behaviour ratings), or as an 
emotional instability which could be modified by an understanding 
teacher. On the whole, the children that teachers chose as being 
morally disadvantaged were also behaviourally problematic. This was 
suggested by the importance of moral disadvantage in the computation 
of the bad pupil factor. Whereas moral disadvantage lined up alongside 
low ratings on the rating scales in producing the bad pupil factor, the 
other three types of disadvantage together with the low rating of work 
were instrumental in producing the ineffectual pupil factor*
These two underlying factors reflected the division of the 
questionnaire into the rating section and the disadvantage section.
Teachers identified pupils as disadvantaged after they had rated their 
work behaviour and sociability. The physical proximity of these two 
pieces of information on a single questionnaire made it impossible to 
consider either in isolation from the other. Of the seven pieces of 
information that teachers gave, some were obviously more closely 
associated than others.However these relationships were not always 
the strongest. Thus work ratings and disadvantages were seen to be 
linked while all three ratings and moral disadvantage also had strong 
links. The two underlying factors extracted from this data illustrated 
first of all the teachers1 concern about their pupils general school 
orientation.>and secondly their concern with the external disadvantaging 
causes of learning failure. The former concern was important to the 
teachers conception of her own role as succesful and therefore stressed 
the centrality of behaviour or moral disadvantaging factors. The 
second concern was of a more, general educational nature, emphasising 
the schools philosophy of conpensation, and laying emphasis on the 
strong mental component of the schools conception of pupil disadvantage.
APPENDIX ONE. CHAPTER 10.
Table 1. Teachers* ratings of pupils in the areas of work, behaviour 
and sociability.
hating Area Excellent
Above
average Average
Below
average
Very
Weak
Work (N=229) 7% 23°/o 35% 31%o 4%
Behaviour (N=26o) 18% ONCOCM 36% 14% 4%
Sociability (N=26o) 9% 20% 52% 18% 1%
Table 2. Teachers' ratings of pupils in three areas. Statistical meas­
ures.
Rating Area Mean S.D. Mode Median Skewness Kurtosis
Work 3.022' .998 3.00 3.069 I . ro o
i -.587
Behaviour
o
2*581 1.053 3.00 ; 2.616 .184 -.521 ..
Sociability 2.815 .872 3.00 2.900 -.368
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Table 3. Teachers' ratings of pupils work and behaviour cross tabulated.
Work Ratings
Behaviour ratings
Above average Average Below average
Above average 49 21% 19 8% 1 0%
Average 27 12% 38 17% 15 7%
Below average 23 10% 30 13% 27 12%
Kendalls Tau B = .4
Table 4* Crosstabulation of work ratings and sociability ratings.
Ratings of Sociability
Work Ratings Above average Average Below average
Above average 36 16% 31 14% 2 1%
Average 17 7% 53 ?3% 10 4%
Below average 14 6% 36 16% 30 13%
Kendalls Tau B = .4
Table %  Crosstabulation of behaviour ratings and sociability ratings.
Behaviour Ratings
Ratings of sociability
Above average Average Below average
Above average 66 26% 36 14% 17 7%
Average 9 4°/» 75 29'/o 11 4%
Below average 1 COi 24 9°/o 21 8%
Kendalls Tau B == .5
Table 6, Matrix of coefficients for work, behaviour and sociability 
gatings. Kendalls Tau and Contingency coefficient.
Contingency
Coefficient
Kendalls Tau B
V/ork Behaviour Sociability
Work 1.0 .4 . .4 .
Behaviour .6 1.0 .5
Sociability .5 : .6 1.0
Table 7* Incidence of pupils in each categoiy of the halotrating scale.
(Halo;Rating Scale
1 (High) 2 3 4 5 (Low) Total
27 12% 40 18% 120 52% 35 15% 7 3% 229 100%
|Table 8, Incidence of pupils in each category of disadvantage.
Area of
i
j Scale of Disadvantage
Disadvantage None jj
• •
Slight Kxtreme
• ■' 
Total
Social | 168 66% I 65 26% 22 9% 255 100°%
Moral 188 7 6% I 44 18% 15 6% 248 100%
Physical 207 85% 33 14% 4 2% 244 100%
Mental 225 91% j 17 7% 4 2% •244 100%
Table 9. Matrix of chi-square significance scores and gamma scores 
for the four disadvantage variables.
Gamma scores
Chi-square significance levels
Social Moral Mental Physical
Social .0000 .0000 .3
Moral i .6I ' .0000 .05
Mental
P
I .8 . r *7 : .0001
Physical 
----- —------
.1 .3 .4
Table 10. Crosstabulation of halo:rating and teachers* identifications 
of disadvantage in each of the four areas.
Identifications Teachers1 halo:ratings .
Area Extent 1. 2. 3. 4. 5.
Social
*.0003
None 85% 75% 68% 49% 17%
Slight 15% 20% 26% 37% 33%
Extreme 5% 6% 14% -.50%
All (N) 27 40 119 35 6
Moral
*.0000
None 100% 98% 82% 39% 14%
Slight .3% 15% 42% 57%
Extreme 3% 18% ■2?%
All (N) 27 40 119 35 6
Mental
*.03
None 96% 98% 92% 83% 71%
Slight 4% 3% ' 8% 11% 14%
Extreme 1% 6% 14%
All (N) 27 40 119 35 6
Physical
*NS
None 89% 88% 83% 86% 86%
Slight 11% 10% 16% 14% 14%
Extreme 3% 2%
All (N) 27 :i 40 119 35 6
I* = Chi-square significance levels.
Table 11. The percentage of pupils in each disadvantage category- 
rated by teachers as below average in each of the three rating areas.
Below average 
Ratings (area)
Teachers identifications of disadvantage
Area None
r
Slight Extreme
Sociability Social 11% 29% 50%
Work 26% 47% 77%
Behaviour 12% 25% 41%
Sociability Moral 11% 41% 55% '
Work 28% 57% 73%
Behaviour 7% 45% 53%
Sociability Mental 17% 24% 50%
Work 52% 63% 100%
Behaviour 16% 29% 75%
Sociability Physical 18% 24%
Work 34% 44% 33%
Behaviour 20%. 9%
Table 12. Crosstabulation of halo:rating and halo:identification.
Halo:rating
Halo:identification
1. 2. 3. 4. Total
1. 21 4 2 0 27
2. 25 10 5 0 40
3. 62 27 21 7 117
4. 6 9 12 6 33 .
5. 0 1 2 3 6
Chi-square significance level = .0000 Kendalls Tau C = .3
Table 13. Matrix of gamma scores for crosstabulation of ratings and 
identifications of disadvantage.
Teachers ratings
Teachers identifications of disadvantage
Social Moral Mental Physical
Sociability- .3 .6 .2 .3
Work • 5 .5 #6 • 2
Behaviour .2 •6 .4
Figure 1• Teachers ratings of work, behaviour'.and . sociability
t  55% 
*
*
I 50%
| 45%
Sociability ratings
t  40% 
*
1 35%
Behaviour
ratings
Work ratings
$ 10%
Excellent Above average Average Below aver* Vezy weak
Figure 2* Frequency of identifications of different types of disadvantage*
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CHAPTER 11. TEACHERS' EXPECTATIONS AND ORGANIZATIONAL CONTINGENCIES
1. INTRODUCTION '
All interactions are affected by the basic mental and physical 
characteristics of the actors and also by their membership of certain 
groups. Formal school divisions at Rushel provided such a group setting 
for the pupils. Teachers did rate their own tutor group and their own 
house group, but these groups were randomly selected groups and group 
membership was not related to any personal characteristic of the pUpil.
It was thus unlikely that there would be any individual differences between 
the pattern of ratings between classes and houses unless there were 
id!osyncratically problematic groups in the school. Conventional teacher 
wisdom certainly would suggest that schools can have particularly renegade 
forms within them. It might also be plausibly argued that such 
renegade qualities could be extended to whole house groups especially 
if the force of ingroup socialization is considered. The first . 
proposition examined in this chapter was that the pattern of teacher 
ratings and teacher identifications would not differ in different 
classes or house groups but if such differences did occur would reflect 
idiosyncratically unusual groups.
Year groups differed from classes and houses because they were 
ascribed on the basis of age. Considerable sociological research has 
been carried out into the different behavioural characteristics of 
different age groups and few teachers would be unaware of this or of its 
implications for their ratings of childrens behaviour and sociability.
Most teachers would agree also that different year groups differed in 
terms of their troublesomeness and few teachers would fail to note 
the particularly problematic relationships they held with third and 
fourth form children. Bearing this in mind it might be expected that 
there would be definite differences between age groups in behaviour 
and sociability ratings but not for work ratings. Work ratings would 
be more likely to follow the pattern of a normal distribution because 
teachers* evaluations of work would be more clearly linked with the 
age specific requirements of the school's curriculum. In the identification 
of disadvantage, one would not expect the pupils' ages to be an 
important consideration for teachers* This is because teachers would be 
more likely to see disadvantage in relation to family circumstances or 
to innate, non age related, personal characteristics of pupils. The
second hypothesis was that differences in ratings for different age 
groups Would occur where behaviour and sociability were being rated 
but would not be present for work ratings or for the identification 
of disadvantage.
Most school based research in the past ten years has been to do 
with the effects of streaming. Very little research has concluded 
that streaming is not related in some way to pupil/teacher relationships. 
{Streaming would be most likely to be clearly associated with the 
teachers* work ratings because streaming itself is the formalization of 
some such institutional rating. As teachers were rating children of 
mixed ability who formed into streams for their lessons, they would have 
before them a range of abilities that they would probably not 
unjustifi'ably associate with stream labels. The most likely work 
ratings that teachers would make would be high for A stream members and 
low for C stream members. However, teachers often do rate children 
in apparently incongruent ways and one of the interesting points of 
this investigation concerned those cases that received such semantically 
illogical labels as over-achiever and under-achiever. In the literature 
on streaming these labels have very often been associated with B stream 
members who have held a particularly unclear position in the eyes of 
teachers. Educational research has also shown links to exist between * 
behaviour and streamed position. C stream pupils have been perceived 
and rated by their teachers as more troublesome than children in the higher 
streams. Again, B stream children often have held an ambiguous 
position in the eyes of their teachers with respect to behaviour as 
well as work (See Keddie, 1971 )• fi?He relationship between stream and 
sociability is more difficult to predict. A stream children have been 
noted as introverted (See Jackson, 1962), B stream children with their 
unclear social status and ambiguous role have been seen to be insecure 
(Keddie, 1971), C stream children come out of the educational literature 
as highly sociable (Hargreavesy 19&7) though often delinquescent.
The proposition examined in this chapter was that stream would be linked 
to all three sets of ratings and also to the identification of 
disadvantage. It was predicted that teachers would be influenced by a 
halo effect in rating children from the lowest streams low in all 
three rating areas, and that they would more often excuse their poor 
performance by identifying them as disadvantaged.
The final part of chapter 11 is concerned with the relationship 
of pupils* scores on the. two factor indices with the four organizational 
variables. It was argued in the last chapter that these factors 
represented underlying concerns that directed teachers perceptions of 
their pupils in predictable ways. Bad pupils were seen to have the halo 
qualities of poor school participation and moral disadvantage. While 
inadequate pupils wore seen wearing the cloak of general disadvantage 
and low mental ability.
Predictions concerning the relationship of pupils identified by 
teachers as bad pupils with organizational variables would be similar 
to those made about both ratings and identifications of disadvantage.
Bad pupils would not be expected to predominate in particular house 
groups due to the random procedures underlying selection into houses.
Bad pupils might be expected to be more frequently found in the third 
year than in other years because of that classes proximity to the 
early leaving age. Low stream membership would certainly be expected 
to correlate more closely to definition as a bad pupil than membership 
of the other streams.
The relationship between identification as an inadequate pupil 
and place in the school structure was less predictable. Inadequate 
pupils were seen by teachers as having little control over their 
careers. They were also seen to be ineffectual and their situation 
largely determined by outside location factors. Because of this it 
seemed likely that teachers would not associate inadequacy with 
organizational groupings in the same way that they might have seen 
the bad pupil factor associated. Where such correlations occurred they 
would be most likely to result from idiosyncratic factors rather 
than meaningful configurations. However one might predict that stream 
would bear a relationship to inadequacy and that inadequate pupils would 
be more frequently found in the C stream than in other streams.
2. TEACHERS* RATINGS OF CHILDREN IN RELATION TO THEIR SCHOOL CLASS,
HOUSE, YEAR GROUP AND STREAM MEMBERSHIP.
Class teachers were responsible for rating their own classes 
on instrument one. These classes were mixed ability classes although 
each belonged to a single house and represented a single age group.
The children were stratified on the basis of ability and one third 
of each group was allocated to each house on entry to school. Ability 
was inferred from the verbal reasoning scores on the primary school 
profile, and the stratification was made before the children entered 
school. Although allocation to the house groups was not technically 
random, it was made on the basis of the first letter of the child’s 
surname. Apart from the age factor, the classes were to all intents and 
purposes similar. In all there were twelve classes, representing four year 
groups, three ability groups and three house groups.
(a) Work ratings.
Figure 1 shows the breakdown of mean scores and standard deviations 
for teachers’ ratings of pupils in the work area. The mean score for 
the total school population was compared to the mean scores in each 
house, each year and each stream. These were broken down into the 
mean scores for the four classes within each house, and three classes 
in each year and the three streams in each class. This rather 
unsophisticated set of statistics showed up some interesting relationships. 
The highest class mean score was that of 1B with a mean of 3*4*
This suggested that this class teacher was more aware of the limitations 
of her pupils in the area of work than the other class teachers. The 
lowest mean score was that for class 4G, a score of 2.8, suggesting 
that the teacher perceived the class as working slightly above an 
average point. The differences between these two extreme scores (.6) 
represented the extent of the difference between teachers’ratings 
of work. It was interesting to note that the class teacher of.IB was 
also a housemistress and head of the Art Department, while the teacher 
of 4& was in charge of the Remedial Department and was herself a West 
Indian teacher.
Mean ratings within each house showed Red House teachers rating 
their children lower than Green House teachers, but Blue House teachers 
following a less clear pattern. The distribution of evaluations on the
five point scale was different for each house with the mode at the 
average point of the scale for Blue House, hut skewed towards the lower 
end of the scale for the Red House and the higher end of the scale for 
the Green House# There was very little difference in the percentage of 
children rated at the extreme points of the scale with a difference of 
2% at the lower end of the scale and less than 1% at the top of the scale.
The age of the children was even less decisive than house in 
showing up a relationship with teachers* ratings. The mean score for 
year one was less favourable than that for the other three years but 
the difference between the extreme scores, was small (.3). More children 
in the older classes were also rated as weak or below average. Teachers
tended to rate first year children as average (nearly 50%), thus
m  ore-
apparent ly being willing to make^positive evaluations for older children 
(whom they would presumably have known longer) than for younger children.
When stream was considered in relation to teachers* evaluations, a 
much clearer picture emerged. There was a definite relationship 
between stream and the way that teachers* rated the pupils* work. Mean 
ratings for work decreased from the A stream, through.the B stream to the 
C stream and this relationship existed in all classes. Only the work 
of pupils in the A stream was evaluated as excellent, while no A stream
pupils were considered to be veiy weak. 8% of them did, however, fall
into the below average category while 3% of C stream pupils were rated 
as very good (Table 1).
It thus appeared that teachers' ratings of pupils' work was not 
related in any great extent to the organizational contingencies of 
class, house and year divisions in school but did show a clear relationship 
to streaming.
o>) Behaviour ratings
Figure 2 shows the breakdown of mean scores for teachers' 
ratings of pupils* behaviour in relation to the organizational divisions 
of class, house, year and stream.
The highest class mean score was that of 2.88 for class 4& (if is 
interesting to note that 4G had the lowest mean score for work), while
the lowest mean score was 1*87 for class 2B. Both these mean scores 
represented points that were above average on the scale, although 
the teacher of class 4& perceived her classr -S behaviour in more 
negative terms than did the teacher of class 2B. The difference between 
these two extreme scores (1.0) suggested that there was a wider range 
of ratings for the various classes for behaviour than there had been 
for work thus indicating that although teachers viewed behaviour in 
more favourable, terms than work it was seen as personally problematic 
while work was defined more in terms of group norms. Both the teachers 
with extreme ratings were in fact remedial teachers (Table 2).
The green house had the highest mean rating for the houses, 
indicating a slightly more negative view of pupils behaviour, while pupils' 
behaviour was viewed most favourably in the blue house. However the 
difference between the two extreme mean ratings was only .4 indicating 
that there was little overall variation in the mean ratings of teachers 
in different houses. Table 3a clarifies this further. Significantly 
fewer pupils in the green house were rated as excellent and if 
categories 4 and 5 were added together, red house came out as least 
disadvantaged and green house as most disadvantaged.
Mean ratings of children by year group varied by only .4* As 
in the case of work it appeared that teachers' ratings of the behaviour 
of older children were slightly more confident than their ratings of 
younger children. This was illustrated by the declining percentage of 
children rated as average in the older age groups. Very few children 
in year one were rated as excellent compared to children in the other 
age groups, although there was less difference in the percentage of 
children rated as weak (Table 3b).
As was the case with work ratings, ratings of behaviour were 
more clearly related to stream than to the other organizational 
variables. The mean rating for behaviour increased from 2.25 in stream 
A, to 2.61 in stream B and 3*03 in stream C signifying that teachers 
perceived the behaviour of C streamers more negatively than they did 
the other streams. This picture was not, however replicated in all the 
schook classes. In four classes teachers rated (on average) B streamers 
more highly than C streamers, thus suggesting that the behaviour of 
B streamers was more problematic than that of C streamers. This was
interesting as it supported those arguments that claim that ambiguity 
for B stream pupils and the teachers of B streamers, often leads to 
situations in which B streamers are seen to be behavioural problems* 
Table JC adds support to this argument in that B streamers were 
slightly more prominent in the average category than the other groups, 
indicating that teachers were perhaps uncertain as to how they should 
rate them*
(c) Sociability ratings
Figure $ shows the breakdown of mean scores for teachers' ratings 
Of pupils in the sociability area. The highest class mean score was 
that of 3*3 for while the lowest class mean score was that of 2.0 
for 4R. 1,3 represented the greatest difference between extreme mean 
scores for any of the areas rated and suggested that there was more 
difference in the way that teachers with extreme ratings viewed 
sociability than in the way that they viewed work or behaviour. It was 
interesting to note that the teacher viewing sociability most 
favourably was the sociology teacher, while the teacher viewing it . 
most negatively was the teacher of RE. (Table 4)*
There was a maximum difference of .6 between the mean ratings 
for sociability within the three houses. Green house girls were rated 
on average as least sociable and blue house girls as most sociable.
A smaller percentage of green house girls were rated as excellent 
than of girls in the other houses (Table 5).*
There was a difference of .7 between the mean ratings for each 
year group. Year one children were seen as marginally less sociable 
than children in the other year groups. Years one and two also figured 
most prominently in the average categoiy (Table 5k)*
Unlike teacher ratings in other areas, sociability was not seen 
to have a clear relationship to stream. Teachers of two classes 
failed to conform to the pattern outlined previously, thus class 2R 
was seen as having a C stream that was more sociable than its A stream 
and a B stream that was least sociable. Its class teacher was an 
English teacher. Class 2B, with a remedial teacher as class teacher, 
was seen to have a most sociable B stream and a least sociable A stream. 
However if rating 4 and 5 were added together, the overall position con­
forms to that found elsewhere with the A stream having the highest’ 
rating, the B stream haying the middle rating and the C stream having the 
lowest rating.
The relationship of organizational factors and sociability, thus 
followed a. pattern closely resembling that of behaviour. Some relation­
ship appeared to exist between teacher ratings and organizational 
variables such as class, house and year but a less clear relationship 
emerged between stream and ratings of sociability.
(d) Halo ratings
Table 6 shows the relationship between teachers compounded 
ratings and the organizational variables. The relationship between the 
halo rating and the class, house and year variables were not significant, 
but there was a close relationship between stream and the halo rating. 
Children in the A stream v/ere more likely to have positive ratings (thus 
scoring high on halo rating) than children in the low streams. Children 
in the C stream were more likely to have negative ratings (thus scoring 
low on halo rating) than children in the other streams. B stream 
children were more likely to have neutral, middle of the scale scores 
than either children from the A or the C streams.
(e) Summary
Table 7 summarizes the significance of the relationships that 
existed between teacher ratings and the organizational variables.
Class differences existed for both the sociability and. behaviour 
ratings and these were reflected in the relationship of teacher ratings 
to both the house system and the year groupings, although there was 
a slight tendency for teacher ratings in all areas to be more 
conservative for the younger than the older children. The main 
relationship that appeared was that between stream and teacher ratings. 
Although this was to be expected where work ratings were concerned it 
was far less predictable for behaviour and sociability ratings. C 
streamers generally were seen not only to be below average in work 
but also to be more troublesome and less able to get on with each other. 
This effect was only seen to be mitigated slightly by the more 
ambiguous position of B streamers who were seen by a few teachers to have 
problems in the areas of behaviour and sociability that were greater 
than those of the C streamers.
3* TEACHERS* IDENTIFICATIONS OF DISADVANTAGE IN RELATION TO THE FORMAL 
ORGANIZATIONAL DIVISIONS OF SCHOOL.
(a) School class
There was considerable variation between classes in the 
identification of disadvantaged children in the areas of social and 
moral disadvantage and in terms of the halo:disadvantage effect*
Teachers varied by as much as 86% in their identification of children 
as socially disadvantaged and by 46% in their identification of 
children as morally disadvantaged* There were also differences in 
percentage of children identified in the extreme socially disadvantaged 
category (0 - 28%) and the percentage of children identified in the 
extreme morally disadvantaged category (0 - 18%). There was less 
variation between classes with respect to the percentage of pupils 
identified as mentally disadvantaged and almost no difference in the 
percentage of children identified as physically disadvantaged (Table 9)*
(b) House
Differences between classes in the identification of disadvantaged 
children were reflected in differences between houses. Considerable 
differences were found between the three house groups with respect 
to social and moral disadvantage and the halo effect but few differences 
in the identification of children with physical and mental problems.
Girls identified by teachers as having social problems tended to come 
from the Blue house rather than from the Red or Green houses* Blue house 
also had about 10% more of its girls in the morally disadvantaged 
category than either the Red house or the Green house. This pattern 
was not surprising when the responses of the individual Blue house 
teachers were looked at separately* With respect to social disadvantage 
the Blue house teachers had each identified a lower percentage of their 
class in the non disadvantaged category than teachers in the other 
houses, while only one other teacher had a higher percentage of pupils 
in the extremely disadvantaged category (this wan 3G'S teacher). The 
slightly greater incidence of morally disadvantaged children in the 
Blue house was not so simple to explain but was probably the result 
of the response of the teacher of class 2B who had far fewer children 
in the non disadvantaged category than any other teacher (Table 10)*
(c) Year
Differences in the individual teachers* identifications of 
disadvantaged pupils can also be seen to account for some of the differences
between year groups. However there was little difference in the 
distribution of disadvantaged pupils between the four year groups with 
respect to moral, mental,physical or halo disadvantage* It was only with 
respect to social disadvantage that considerable differences were to be 
found in the four year groups. Second and Fourth year groups were 
less frequently seen to be socially disadvantaged than pupils in the 
other two year groups, and had a smaller percentage of pupils in the 
extreme disadvantage category. If one looks at the individual teacher 
response it can be seen that the low incidence of girls in the non 
disadvantage categoiy in year one was the result of identifications 
made by the teacher of class 1R, while for the third year group, the low 
incidence of pupils in the non disadvantaged ca/tsgory reflected clearly 
the perceptions of both teachers (Table 11.). '
(d) Stream
The relationship of teachers* identifications of disadvantage to 
stream could not be explained by differences between individual 
teachers as had been possible in the case of house groups and year 
groups. The chi-square statistics (Table 12) indicated that moral 
disadvantage was least associated with stream. Despite this it was 
interesting to note that a larger percentage of A streamers than of the 
other two streams were identified as non disadvantaged, while B 
streamers were the smallest percentage in the non disadvantaged group and 
the largest percentage in the extremely disadvantaged group..Physical 
disadvantage and stream bore little association but mental disadvantage 
as might have been expected, was Clearly related to stream, the lower 
the stream, the greater the chance of being identified as mentally 
disadvantaged. The highest correlation between teacher identification and 
stream occurred in the area of social disadvantage. Considerably more 
children in the C stream than in the other streams were identified as 
possessing social disadvantages. There was a very strong relationship 
between the higher streams and identification as non disadvantaged, and 
an equally strong relationship between low stream membership and 
identification as disadvantaged. As stream decreased so did the 
percentage of children identified as free from social disadvantage, and 
as stream decreased the percentage of children in the slightly and 
extremely stigmatized groups increased. This pattern was also 
replicated to a lesser extent when halo:disadvantage was considered.
Table 12 demonstrates that teachers saw poor achievement at 
school (reflected in low stream membership) as the result of social 
rather than mental disadvantage. Teachers were on the whole reluctant 
to identify children as mentally disadvantaged. Teachers* identifications 
were apparently in tune with the ideologies of the preceding decade which 
stressed the importance of social factors as causal in poor achievement 
and stigmatized those explanations.which were made in terms of mental 
factors as classist .or racist. It is interesting to speculate on future 
changes in such fashions which will have to take account of educational 
theories where mental impairment is no longer seen to be completely 
genetical or irreversible (eg. autism, dyslexia, linguistic difference).
4. THE BAD PUPIL FACTOR AND THE INADEQUATE PUPIL FACTOR IN RELATION TO 
THE ORGANIZATIONAL VARIABLES.
(a) Bad pupil factor
The bat) pupil factor was.responsible for different pattern of 
distribution in the different classrooms, suggesting that either 
children differed quite significantly in each classroom or that teachers* 
views of good and bad pupils were not comparable. These differences 
were not carried through to house divisions, however,- where there was 
no significant difference on the distribution of factor scores. 
Differences in responses were also noticeable for year groupings, with 
the second and fourttiyears being viewed as having more good pupils 
in them than the first or third years. The correlation between the bad 
pupil factor and stream was higher than for the other organizational 
variables (.3 Kendall). Table 13 reproduces these statistics. In this 
table the familiar correlation of low stream and bad pupils, B stream 
and average pupils and A stream and good pupils is quite clear.
(b) Inadequate pupil factor
The relationships between factor two and the organizational 
variables reflect those analysed abdve. The proportions and distributions 
of inadequate pupils differed in each of the classes but this diversity 
was not apparent in the house divisions. Year divisions also related 
differently to the factor index, with second and fourth years being 
viewed as more adequate than first or third years. The correlation of 
stream and inadequacy was not as clear cut as was the case for the first 
factor (Kendall .2), but the figures reproduced in table 14 still give 
a clear indication of the link between stream and factor two.
5. CONCLUSION
The assumption that there would be few differences between classes 
and houses with respect to teachers* ratings was not upheld. As far as 
work ratings were concerned the pattern of ratings was not markedly 
different between classes and houses but for behaviour and sociability 
ratings there were marked differences. The degree to which these 
differences were the result of the existence of *renegade* classes 
was difficult to assess. Class 12 was particularly noted as being 
badly behaved with 36% of its members rated below average. The green 
house to which this class belonged was also noted as the house with the 
greatest number of below average behaviour ratings in it.
Differences between year groups in relation to behaviour ratings, 
were in line with the conventional teacher wisdom noted earlier. The 
third and fourth years had the lowest behaviour ratings when 
categories 4 and 5 were taken together. However, it was the second 
year who had by far the highest proportion of its numbers in the most 
extreme rating category (5). A third year green house class came out with 
the lowest sociability ratings but it was the blue house that had the 
greatest number of below.average ratings for sociability. The third 
year was apparently the most unsociable year but this was followed by the 
first year rather than the fourth year.
All in all it was difficult to generalize about the degree to 
which teachers* ratings of children in different classes, houses and 
years were effected by their organizational location. The only clear 
trend was that of the apparent unsociableness and poor behaviour of 
third year children - a trend often noted elsewhere as being linked 
to many of these childrens location in their penultimate year - a year 
seen by them to be a thorough waste of time.
Stream was of far more obvious importance in its correlation 
with teachers' ratings. Stream membership was linked to all types of 
rating except sociability. In the case of work ratings the association 
was obviously predictable. There were few cases of non congruent 
relationships. None of the B or C stream pupils were rated excellent 
by teachers, while none of the A stream pupils were rated in the very 
weak rating category. One B streamer was in the very weak category but 
it was not possible to determine whether this was a case of under or
over achievement. Behaviour ratings also foilov/ed a predictable course 
with A streamers seen as the best behavers and C streamers as the 
worst.
Despite the lack of significant relationships between stream 
membership and sociability ratings, stream was clearly important 
where the rating halo effect was concerned. Stream membership and 
halo rating were significantly related at the significance level of 
.0000 when the chi-square test was used and had a correlation score 
of .4 using Kendalls Tan. Only 3% of the A stream came out with 
below average halo scores compared to 20% of the B stream and 39% 
of the C stream. Similarly whereas 52% of the, A stream had above average 
halo scores this was the case for only 17% of the B stream and 10% 
of the C stream. Significantly, the B stream had a much higher 
proportion of its members in the average category than had the other 
two streams. Although it was difficult to assess the degree to which 
teachers ratings provided evidence of the veritable identity available 
to pupils, it was clear that there was considerable congruence between 
teachers* ratings of pupils and their position in at least one of 
the formal organizational divisions of school.
Teachers* identifications of disadvantaged children produced a 
more markedly idiosyncratic pattern than was the case for teacher 
ratings. Individual teachers gave strikingly different accounts of their: 
pupils' social and moral disadvantage and it was not possible to 
argue that the overall pattern of disadvantage produced by teachers* 
identifications in these areas created a similar reality in each of 
the classrooms. Of course perceptions of causal explanation tend to be 
more subjectivei/than the more obviously professional task of assessing 
pupils'achievements. In this sense the task teachers were asked to 
perform on the second part of the research instrument was both more 
difficult thdn that on the first part and also was more likely to illustrate 
the individual concerns and pastoral interests of the teachers 
concerned. Particularly in the areas of social and moral concern this was 
likely to be the case. There was less variation between classes in the 
distribution of children as mentally or physically clisadvantaged. It 
appeared that teachers were less willing to see physical or mental 
factors as handicapping school achievement, and where they did identify 
cases where this sort of disadvantage did exist, more likely to be in
agreement about its distribution (this is assuming that there was little 
other cause for an other than normal distribution of pupil attributes 
in the classrooms as was argued in the last chapter).
The patterning of teacher responses in relation to the house
system reflected the differences between individual classes. Marked
differences were found with respect to moral and social disadvantage
and little difference where mental and physical disadvantage was
concerned. This suggested that different houses were probably
differently attuned to moral and social problems. Certainly the
house mistresses laid different emphasis on the various problems
with which they had to deal and these interesis percolated to the
individual class teachers through the frequent house meetings*
It was probably the case that differences between the identification 
of social and moral disadvantage in the different classes and houses
was due to the influence of the particular house mistress concerned
and also to the success with which she communicated the particular
interest to the teachers in her house.
Year groupings differed only in terms of the identification of 
social disadvantage. The first and the third year classes were seen to 
contain -the largest percentage of socially disadvantaged children. This 
was interesting as these classes also were most problematic in terms of 
behaviour and sociability ratings. Stream was the most interesting 
organizational variable to be related to teachers' identifications. 
Physical disadvantage was equally distributed between the three streams 
but social and mental disadvantage were most prominent in the C stream. 
Particularly interesting was the finding that moral disadvantage was 
most prominent in the B stream. This suggested that teachers did see 
B streamers in an ambiguous position particularly in relation to 
the emotional and behavioural roles constituting moral disadvantage.
The relationship of,the two underlying factors to the organizational 
variables reflected the findings reported above. This strengthened 
confidence in the validity of these composite measures and lent support 
to the decision to use these to the exclusion of the other teacher 
data in the rest of this study.
APPENDIX TO CHAPTER ELEVEN
Table 1. Teachers* ratings of pupils* work in relations to pupils* 
stream membership.
Stream
Teachers'ratings of work
Excellent Above
average
Average Below
average
Very
weak
Total
A stream 16 18% 47 52% 21 23% 7 8% 91 1009^
B stream 4 5% 45 57°/o 29 37% 1 1% 79 100%
C stream 2 3% 14 24% 34 58% 9 15% 59 100%
Chi-square = 146.4 8 d.f. Significance = .0000
Table 2. Classes ranked in order of bad behaviour ratings. (Percentage 
rated below average or very weak).
Class Year House
V/orst ratings 12 4 Green 36% rated low
. 4 2 Red 26% rated low
2 1 Blue 24% rated low
Middle ratings 9 3 Green 24% rated low
8 3 Blue 19% rated low
6 2 Green 13% rated low
Best ratings
'
1 1 Red 7% rated low
5 2 Blue
•
7% rated low
10 4 Red 4% rated low
Table 3 (a) (b) (c) Teachers* 
year, house and stream groups.
ratings of pupils* behaviour in
Teachers’ratings of pupils*behaviour.
Excellent Above Average Below Very Total
Average Average Weak
(a) House Raw chi-square = 17*7 8 d.f• ' Significance - •02
Red 13 ..16% 26 31% 34 41% .7 8% 4 5% 84 100%
Blue 26 29% 20 22% 29 32% 13 14% 2 2% 90 100%
Green 7 8% 27 31% 32 37% 16 19% 4 5°/o 86 100%
(b) Year Raw chi-square = 44*2 12 d Significance =: .0000
First 2 4% 15 27% 30 54% 8 14% 1 2% 56 100%
Second 23 25% 15 16%. 41 . 44% 7 8% 7 8% 93 100%
Third 12 20% 19 32% 16 27% 12 20% 1 2% 60 100%
Fourth 9 18% 24 47% 8 16% 9 18% 1 2% 51 100%
(c) Stream Raw chi-square = 25.48 8 d•f. Significance = .001
A stream 27 28% 30 31% 32 53% 8 8% 1 1% 98 100%
B stream 13 14% 29 31% 38 40% 12 13/“ 3 3% 95 10056
C stream 6 9°% 14 21%. 25 37% 16 24% 6 9% 67 100%
Table 4* Classes ranked in order of low sociability ratings (% of 
classes ranked low)
Worst rated classes Class 9 
Class 2 
Class 8
Year 3 
Year 1 
Year 3
Green
Blue
Green
38% rated low 
31% rated low 
26% rated low
Middle rated classes Class 5 
Class 1 
Class 12
Year 2 
Year 1 
Year 4
Blue
Red
Green
23% rated low 
22% rated low 
16% rated low
Best rated classes Class 6 
Class 4 
Class 10
Year 2 
Year 2 
Year 4
Green
Red
Red
9% rated low 
3% rated low' 
0% rated low
Table 5 (&) and (b). Teachers1 
house and year.
ratings of pupils* sociability by
Teachers'ratings of pupils' sociability
Excellent Above Average Below Veiy Total
average average weak
(a) House Chi-square = 24.09 0 d.f. Significance = ,002
Red 12 14% 22 26% 43 51% 7 8% 0 84 100%
Blue 11 12% 17 19% 38 42% 22 24% 2 2% 90 100%
Green 1 1% 13 15%
i 
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17 20% 1 1% 86 100%
(b) Year Chi-squhre = 41*4 12 d.f. Significance = .0000
First 2 .4% 7 13% 32 57% 14 25% 1 : 2% 56 100%
Second 12 13% 12 13% 58 62% 11 12% 0 93 100%.
Third 4 7% 11 18% 26 43% 17 28% . 2 3% 60 100%
Fourth 6 12% 22 43% 19 57% 4 8% 0 51 100%
Table 6 . The percentage from each stream with different halo ratings
Stream
Halo rating
1.High 2 3 4 5 Low Total
A 25% 27% 44% 3% 100% .
B 3% 14% 65% . 17%
\orc\. 
ji
■100%
C 3% 7% 51% 31% 8% 100%
Chi-square = 62.3 8 d.f. Significance = .0000 Kendalls Tau = .4
Table 7* Chi square significance levels for teachers ratings and the 
organizational variables.
Teachers ratings
. Halo Work Sociability Behaviour
Class NS NS .0000 .0000
Year NS NS .0000 .0000
House NS NS .002 .02
Stream .0000 .0000 NS .001
Table 8* Low ratings in each o£ the ratings areas in relation to 
stream membership* (Rating 4 and 5).
Teachers' ratings
Stream Halo Work Sociability Behaviour
C 39% 30% 73°/o 33%
B 20% 20% 38% 16%
A 3% 10% 8% 9%
Table 9* Class variations in teachers' 
pupils. (Percentage in each class).
identifications of disadvantaged
Degree of Area of disadvantage
Class Disadvantage Social Moral. Physical Mental
1R None 92.6 96.3 88.9 96.3
Slight
Extreme
7.4 3.7 11.1 3.7
TB None 10.3 69.0 72.4 89.7
Slight 69.0 17.2 24.1 3.4
Extreme 20.7 13.8 3.4 6.9
2R None 90.3 67.7 83.9 93.5
Slight
Extreme
9.7 32.3 16.1 6.5
2B None 55.6 50.0 85.7 92.9
Slight 
. Extreme
25.9
18.5
31.8
18.2
7.1
7*1
7.1
2G None 96.8 81.2 84.4 90.6
Slight
Extreme
3.2 6.3
12.5
12.5
3.1
6.3
3.1
3B None 51.6 77.4 87.1 96.8
Slight
Extreme
41.9
6.5
19.4
3.2
12.9 3.2
3G None 58.6 80.0 82.8 82.8
Slight
Extreme
13.8
27.6
20.0 13.8
3.4
13.8
3.4
4R None 53.0 76.9 84.6 80.8
Slight
Extreme
42.3 19.2
4.0
15.4 19.2
4G None
Slight
Extreme
83.3
16.7
84.0
12.0
4.0
96.0 
. 4.0
100.0
Chi-square 100.3 32.65 12.3 20.3
Significance (d.f.) . *000 (16) .008 (16) NS (16) NS (16)
Table 10. 
pupils.
House variations in teachers 1 identifications of disadvantaged
Degree of Area of disadvantage
House Disadvantage Social Moral Physical Mental
Red None 76.6 79.8 85.7 90.5
Slight 19.0 19.0 14.5 9.5
Extreme . 1.2 1.2
Blue None ■59.1 6 7.1 81.1 95.2
Slight 46.0 22.0 16.2 4.1
Extreme 14.9; 11.0 2.7 2 . 7
Green None 79.6 81.7 87.2 9 0 . 7
Slight 10.7 12.2 10.5 7.0
Extreme 9.5 6.1 2.5 2.3
Chi-square 46.77 10.25 5.55 3.86
Significance ( 4  d.f.) .00 .04 NS NS
Table 11. Year variations in 
disadvantaged pupils.
teachers1 identifications of
Year
Degree of 
Disadvantage
Area of disadvatage
Social Moral Physical Mental
First None 5 0 . 0 82.1 80.4 92.9
Slight 59.5 10.7 17.9 3.6
Extreme 10.7 • . 7.1 ■ 1.8 3.6
Second None 82.0 68.3 .84.4 9 2 . 2
Slight. 12.4 22.4 13.0 6.5
Extreme 5.6 9.4 2.6 1.3
Third None 55.0 78.6 85.0 9 0 . 0
Slight 28.3 19.6 13.3 8.3
Extreme 16.7 . 1.8 1.7 1.7
Fourth None 68.0 80.4 9 O . 2 90.2
Slight 3 0 . 0 . 15.7 9.8 9.8
Extreme 2.0 3.9
Chi-square 25.82 7.70 2.90 3.91
Significance (6 d.f.) .00 NS NS NS
Table 1 %  The relationship of the bad pupil factor to streaming
Bad pupil factor
Stream
A . B C Total
Good Pupil 39% 20% 14% 63
Average pupil 49% 52% 38% 115
Bad pupil 12% 28% .48% 6 4
100% 100% 100%
Table 14* The relationship of the inadequate pupil .factor to-streaming
Inadequate pupil, f,
Stream
A B c Total
Adequate 30% 28% 18% 65
Average 53% 50% 43% 122
Inadequate 17% 23% 39% 6 1
100% 100% : 100%
pure 1* Teachers ratings of pupils1 work• Means and standard
deviations for school,house,year,stream and class.
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CHAPTER 12.TEACHERS1EXPECTATIONS AMD INSTITUTIONAL CASE HISTORIES
1. INTRODUCTION
Goffraan suggested that potential discreditability did not 
necessarily produce discredited people - that there was a gap between 
the individual's virtual and actual identity. In most careers, the 
contexts in which the individual acts out his roles are segregated 
from each other so that what is potentially discreditable can remain 
hidden. We become different people in different contexts, and identity 
- what we and others see ourselves to be - may vary considerably. 
School careers share these features. They confront the pupil with 
a number of stages on which diverse and contradictory roles may be 
enacted. Two of these stages are constructed by the school record 
and by the teachers expectations. (See Goffman, 1968).
Not all children can manipulate their several identities so 
that stigmas in one context remain private from another. Not all types 
of stigma are easily hidden. The existence of one stigma often leads 
the other actors to suspect that there are more. This halo effect 
has already been discussed at some length (Hargreaves,1972, p55)«
In this chapter the proposition examined is that recorded stigmas 
do relate to the child's location in other areas of school activity 
and that stigmas imvolving specific types of disadvantage influence 
the position of the child in areas unrelated to the recorded stigma.
To test this hypothesis a study was made of children who were 
discredited in different types of way in the school record. The aim 
of the study was to compare the account of their identity as it 
appeared in the school record with the account that teachers offered 
in terms of the way that they rated and identified these pupils.
The analysis of Rushel school records suggested that there 
Were five main areas in which children were potentially discreditable. 
These five areas of potential discreditability related to ethnic, 
social, moral, intellectual and physical factors. Two of these areas 
obviously related to two of the areas in which teachers rated pupils. 
If the school records and teachers' ratings were significantly 
similar when iat(i(|e.ctwiU«)nioral recorded data was compared with work 
and behaviour ratings, then this would lend some support to the 
hypothesis. Sociability ratings did not have an obvious partner in 
the recorded data but did seem to share features with some of the
data on recorded moral stigma, particularly that associated . 
with emotional or child guidance problems. Here, again, it was 
expected that there would be a significant correlation.
Two measures of the halo effect, one for the recorded data 
and the other for teachers* ratings also made possible the examination 
of the proposition that stigmas tend to be generalized to produce a 
halo impression of individuals. It was expected that children extremely 
disadvantaged on the scale of multiple recorded stigmas would also be 
extremely disadvantaged in terms of teachers’ multiple ratings (halo).
Ethnic stigma, social stigma and physical stigma were not 
areas replicated in the teacher rating data. However it was expected 
that some relationship would exist between these stigmas and 
teachers low ratings in all three rating areas. Both ethnically 
different children and children with social problems have traditionally 
been seen to have a low work achievement and to be behaviourally 
problematic. It was predicted that if ethnic difference and social 
stigma were visible to the teacher, these would influence her 
ratings in the direction of the lower scores. This pattern would also 
be reflected in a possible correlation between the multiple stigma 
measure and low ratings. Sociability was less obviously correlated 
to social and ethnic stigma, while it was difficult to make prior 
predictions about physical stigma.
The second set of data on the teacher questionnaire related to 
the teachers’ identifications of children disadvantaged in terms of 
social, moral, mental or physical criteria. These areas in which teachers 
identified children were obviously congruent with the areas in which 
stigmas found in the school records were categorized. It was expected 
that there would be strong associations between the congruent areas.
The final part of this chapter deals with the relationship of 
the two factors underlying the teacher responses to the school record 
data. It was expected that associations between these factors and 
recorded stigmas would be clear. Bad pupils particularly were likely - 
to have several moral stigmas recorded for them while ineffectual pupils 
were more likely to have records of social or physical stigma.
2. THE RELATIONSHIP OP TEACHERS* RATINGS TO THE VARIABLES EXTRACTED 
PROM THE SCHOOL RECORDS.
As the school records were a product of teachers1 perceptions of 
pupils over time it was predictable that between these and teachers* 
ratings of pupils there would be a high degree of congruence. Table 1 
summarizes the significance of the relationships that existed between 
teacher iatings and the variables taken from the school records.
(a) Multiple recorded stigma
The multiple stigma variable constructed from data in the school 
record on more specific types of stigma was significantly related to 
teachers' ratings in both the work and behaviour areas (Table 2 and 3)* 
Pupils who had multiple stigmas recorded for them in the school records 
were also more likely to be rated by teachers as poor workers, while 
pupils who were not generally stigmatized were less likely to be rated 
in this way. Although the correlation between multiple stigma and teachers' 
ratings of behaviour was less strong than that for the work rating, it 
was still possible to see a clear association particularly for the 
extreme scores on both the multiple stigma and the behaviour rating 
scales. Children rated high by teachers were more likely to be 
free of multiple stigma than pupils rated low. Children rated low by 
teachers (ie poor behaviour) were more likely to be found with 
multiple stigmas than children rated high. However, teachers did not see 
children with multiple stigmas as being less sociable than their less 
disadvantaged peers, and this lack of association was reflected in the 
lack of a significant relationship between multiple stigma and halo 
rating.
(b) Immigrant generation
Immigrant generation was significantly associated with both work 
ratings and halo ratings (Table 4)* Second generation immigrants 
had the largest percentage of any group in the low rating category.
When the low rating categories four and five were considered together, 
however, second generation immigrants and non immigrants had similar 
responses but first generation immigrants were considerably more 
disadvantaged. The halo rating data for the different immigrant 
generations was thus not easy to interpret and was apparently most 
influenced by the work rating.
Work ratings followed a much clearer pattern. No second generation 
immigrants were in the top rated category for work, hut neither were 
they over-represented in the two lowest categories. First generation 
immigrants came out as the group with the lowest work ratings, with over 
half of them being rated as below average. Immigrant generation, 
however, was not a significant factor where either behaviour or 
sociability ratings were concerned.
(c) Social stigma
Social stigma had a much less clear relationship to teacher 
ratings and the data was far more difficult to interpret. Compound 
social stigma was not significantly related to any of the rating 
variables. Some of the more specific forms of social stigma did 
correlate with some of the rating areas. The welfare factor was 
meaningfully associated with all the ratings except that for 
sociability. Children Who were seen to have welfare problems were 
generally rated lower by teachers than other children on both behaviour 
and work.; They also were seen in terms of low halo ratings (Table 5)*
The social class factor was associated with halosrating, behaviour 
and sociability but not with work ratings (Table 6). This particular 
association was difficult to interpret though in the most disadvantaged 
social class category there were clear trends of lower ratings in 
halo j behaviour and sociability for pupils with low scores.
(d) Moral stigma
The moral stigma variables bore the strongest relationship 
to all types of teacher ratings. Compound moral stigma was greater for 
children rated low in all categories by teachers than for children with 
high ratings. V/hen children ijree of Compound moral stigma were 
compared with other pupils in the two high rating categories 
considerable differences between the groups appeared. For work 
ratings, 16% of the non stigmatized were rated one, but less than 
4% of the other children. For sociability ratings, 21% of.the non 
stigmatized compared to less than 7% of other children rated one, and 
for behaviour the rating was 31% of non stigmatized children and 22% 
of other children (Table 7)* This pattern was replicated in the halo 
rating factor. The child guidance factor was associated with work 
and sociability ratings but not with behaviour ratings. Children 
scoring low on this factor were seen to work below average and to
be less sociable than their peers. As this factor was more strongly 
associated with emotional disturbance and withdrawal rather than other 
moral problems, this was not surprising. Children whose halo rating 
was also low were likely to be more represented amongst the disturbed 
group (Table 8). The behaviour factor was clearly associated with all 
three types of teachers* ratings. Troublesome girls were seen as 
below average in schoolwork, as posing behavioural problems and as 
less sociable than their peers. Pppils low on the behaviour factor 
were also in a more negative position than other pupils in relation 
to halo rating (Table 9)* The anti authority factor was also closely 
related to the three rating areas, but most strongly to behaviour 
ratings. 28% of those scoring low on this factor were rated below 
average by teachers while only 11% of those with high scores were 
rated low by teachers. Similar patterns were present for both work 
and sociability ratings and also for the halo rating measure (Table 10).
(e) Intellectual stigma
Intellectual stigma was related to both work and sociability 
ratings but not to behaviour. There was a predictably high positive 
correlation between teacher ratings of work and intellectual stigma. 
Intellectual stigma tended to correlate with.low work ratings. Intelle-^ 
ctually disadvantaged children were also seen to be less sociable although 
their behaviour was not perceived as different (Table 11).
3• THE PATTERN OF TEACHERS1 IDENTIFICATIONS IN RELATION TO IDENTITY
FACTORS EXTRACTED FROM THE SCHOOL RECORDS.
The most predictable associations between teachers* identifications
of disadvantage and the data from the school records were those between
the identification of socially disadvantaged pupils and recorded
social or ethnic stigma, the identification of morally disadvantaged
children and recorded moral stigma, the identification of mentally
disadvantaged children and recorded intellectual stigma, and the
identification of physically disadvantaged children and illhealth.
Although all these associations were predictable, their strength
varied considerably. (Table 12).
(a) Multiple stigma and ethnic stigma
There were no significant relationships between the multiple stigma 
measure and teachers identifications or between the ethnic difference 
measure and teacher identifications. This latter finding was
surprising given the links that have been seen to exist between 
ethnicity arid some of the other school record variables.
(*) Social stigma
Most of the measures of social stigma used for the school record 
data showed some relationship to some aspect of teacher identifications 
The obviously congruent relationship between recorded social stigma 
and teachers* identifications of socially disadvantaged children 
was significant for the compound social stigma and welfare factor 
measures but not when the social class factor measure was used.
Of the individual variables making up the two measures, poverty had a 
particularly strong correlation with teachers* identifications, but 
the relationship was less clear when family sl-je dislocated home 
life and children absent from home were considered. Parental inadequacy 
showed almost no relationship to teacher identified social disadvantage 
It could be that poverty which was indexed by uniform grants and free 
school dinners was much more observable than the other information 
about family life found in the school records, and therefore much more 
likely to be taken into account by teachers. Certainly poverty was an 
extremely important component of the welfare factor and would have 
explained that relationship also.
Neither teachers* identifications of moral disadvantage nor their
identifications of physical disadvantage were related to any of
the three school record social stigma measures. But some interesting
relationships existed between some of the school record social stigma
measures and teachers halo identifications and their identification
of mental disadViantage. Children who teachers identified as mentally
disadvantaged scored high on the welfare factor. In fact 100% of the
by
pupils who toachors identified/as extremely disadvantaged and 65% of 
the pupils who teachers identified as slightly disadvantaged (mental 
disadvantage) were recorded as having welfare problems (Table 15)*
These associations between teachers* identifications in all areas 
and the welfare factor were replicated in the highly significant 
relationship that existed between teachers halo identification and the . 
welfare factor.
(c) Moral stigma
Recorded moral stigma was clearly congruent with the teachers* 
identifications of morally disadvantaged children, irrespective of the
measure of moral stigma used. The congruence was particularly 
pronounced when the measures of compound moral stigma and the child 
guidance factor were used. 87% of children whomteachers saw as 
either slightly disadvantaged or extremely disadvantaged were 
stigmatized in the school records. 71% of the teacher defined slightly 
disadvantaged and 87% of the teacher defined extremely disadvantaged 
were recorded as having child guidance problems. The proportion of ■ 
children from the teacher identified groups defined as disadvantaged 
in terms of the other two moral stigma factors was rather lower but 
these were still significant. The statistics indicated that teachers* 
conceptions of moral disadvantage were more related to children 
recorded as having compound moral problems or emotional problems 
than to children seen as insubordinate or badly behaved. An 
elaboration of these patterns was reflected in the relationships 
between the individual variables making up the recorded moral stigma 
variables and teachers' expectations of pupils moral behaviour.
Recorded moral stigma was also closely related to teachers* 
identifications of socially disadvantaged children on three of the 
moral stigma measures although there was no significant relationship 
between children recorded as anti-authority and these identifications. 
Compound moral stigma had the strongest association with teachers* 
identifications of social disadvantage. 96% of children put by 
teachers in the extreme category and 65% of them put in the slightly 
disadvantaged category had some moral misdemeanour recorded for them.
This association was also reflected strongly in associations between 
teachers*, identifications and the individual variables making up the moral 
stigma factor.Children identified by teachers as socially disadvantaged 
had more contact with the authorities than other children (and this 
applied to contact with all the authorities), had a worse record of 
attendance (both at primary and secondary school), had more behaviour 
problems noted against them than other children had and were reported 
as having more emotional problems.
The second strongest association was between the child guidance 
factor and teachers* identifications of social disadvantage. 82% 
of those identified as extremely disadvantaged and 52% of those 
identified as slightly disadvantaged scored high on the child guidance 
factor. This pattern was also replicated though not so strongly where
the behaviour factor was concerned
Reported moral stigma was also closely associated with teachers* 
identifications of mentally disadvantaged children for all the moral 
stigma measures with the exception of the child guidance factor.
All the girls identified as extremely disadvantaged in the mental 
category were recorded as disadvantaged on the compound moral stigma 
scale and both the behaviour and anti authority factor scales. Of those 
identified as slightly disadvantaged, 59% were seen to have compound 
moral stigma, 55% were stigmatized on the anti authority factor and 
41% were disadvantaged in relation to the behaviour factor.
Some associations were also apparent between identifications of 
physically disadvantaged children and moral stigma. These showed up 
for both the general moral stigma measure and the child guidance 
factor and probably reflected those cases where physical illhealth 
was linked to emotional problems or poor school attendance.
(d) Intellectual stigma
Teachers*identifications of mental disadvantage were congruent 
with cases of intellectual disadvantage reported in the school record, 
but bore no relationship to any of the other areas of stigma.
Two thirds of the children in the extremely disadvantaged category and 
two thirds of the children noted as slightly disadvantaged also had 
a record of intellectual stigma.
(e) Illhealth
Recorded illhealth was congruent with teachers* identifications 
of physically disadvantaged children. All the children that teachers 
identified as having extreme physical problems had a record of 
illhealth and 55% of those seen to have slight physical disadvantage 
had a similar record.
Illhealth was also associated with the halo measure of teachers* 
identifications. Children with multiple disadvantages according to 
teachers* identifications were thus likely to have a record of illhealth.
4. THE 'BAD PUPIL FACTOR AND THE' INADEQUATE PUPIL FACTOR IN RELATION TO 
THE SCHOOL RECORD VARIABLES.
(a) The bad pupil factor
The bad pupil factor was related to social and moral stigmas 
but not to the other three areas of recorded stigma. The relationships 
with the social stigma measures were not strong but existed for both 
the welfare factor and the social class factor but not for compound 
social stigma. Children who were stigmatized on both the welfare 
factor and the social class factor were more likely to be categorized' 
as bad pupils than other children.
The relationships between the bad pupil factor and the moral 
stigma measures were much stronger and were significant for all four 
of the moral stigma measures. Girls who fell into the bad pupil category 
were more likely to have several moral stigmas recorded for them than 
good pupils and more likely to have child guidance problems. They 
were also more likely to have records of poor behaviour and anti­
authority attitudes. The strong associatiors between the moral stigma 
measures and the bad pupil factor were not surprising and lent 
support to the interpretation given the bad pupil factor.
(b) The inadequate pupil factor
The inadequate pupil factor was much less strongly related to 
the school record variables. Only three aspects of the school record 
data showed significant relationships with this factor. These were 
the welfare factor, the child guidance factor and the behaviour factor. 
The relationship between inadequacy and welfare or child guidance 
problems was a predictable one. Children with both these problems 
were more likely to be categorized as inadequate than others. It was 
less clear why there was also a relationship between inadequacy and 
bad behaviour as troublesomeness was not an important feature of 
the inadequacy syndrome.
5. CONCLUSION
The findings reported in this chapter clearly lent support to 
the proposition that stigmas present in the school records were 
replicated in teachers* perceptions of the children in their classes. 
There was a high degree of congruence between recorded data and 
ratings or identifications in similar areas. Recorded intellectual 
stigma was congruent with both work ratings and with teachers*
identifications of mentally disadvantaged children. Recorded moral 
stigmas were congruent with teachers* identifications of morally 
disadvantaged children while the behaviour and anti authority factors 
were congruent with behaviour ratings and the child guidance factor 
was congruent with sociability ratings. Recorded social stigma was 
congruent with teachers* identifications of social disadvantage for 
both the compound social stigma and the welfare factor measures but 
did not strongly relate to the class factor or to ethnic difference. 
Recorded illhealth was also congruent with teachers* identifications 
of physical disadvantage.
The most unexpected finding that emerged from this comparison 
of the school record data and teachers* expectations was that ethnic 
difference did not appear to be an important factor in shaping 
teachers* perceptions of girls. There were only two associations 
between ethnicity and the teacher data and neither of these were 
strong. Teachers tended to rate immigrant children, particularly 
first generation immigrants, lower in the work area than other 
children. The overall halo rating factor also indicated that immigrant 
children had an overall lower rating than indigenous children.
The second proposition that the data supported was that teachers 
were influenced by an overall conception of their particular pupils 
or a halo effect. Where children had records of stigma,they were 
more likely to be rated low overall by teachers and more likely to 
be seen with multiple disadvantages. This was not the case, however, 
where certain bad records of particular stigmas were concerned.
Compound social stigma was not related to either halo rating or 
halo identification. Halo rating was related to all other recorded 
stigmas except illhealth. Halo identification was related to the 
majority of recorded stigmas also although it was not associated 
with the social class factor or with ethnic difference or 
intellectual stigma.
Given the high degree of congruence between recorded stigmas 
and teachers*expectations, it was possible to generalize about the major 
orientations of teachers towards their pupils. Assuming that the 
two factors underlying the teachers* responses were indicative of 
teachers broader concerns in school, the association between these
and recorded stigma allowed for a more precise interpretation of . 
these concerns* The bad pupil factor was associated with all the moral 
stigma variables and with two of the social stigma variables. Bad 
pupils as defined by teachers had records of social inappropriateness, 
troublesomeness and emotional incompetence. They were not recorded 
as being ethnically different, or intellectually or physically 
stigmatized. This interpretation of the main characteristics of 
these pupils finds support in most of the literature into teachers’ 
conceptions of bad pupil characteristics. (See for example Becker,
1958*)• 1'be inadequate pupil factor was associated with the welfare 
stigma, the child guidance factor and behavioural difficulty. It 
marked out children who had school records of extreme inadequacy. 
Teachers apparently saw these children as incapable of directing or con­
trolling their own destinies. It is interesting that in the next 
chapter these children are seen by their peers as both unpopular 
and ineffectual.
Table 1. Summary of significant relationships between teachers* 
ratings and stigmas recorded in the school records (Chi-square).
Teachers* ratings
Recorded stigmas Halo Work Sociability Behaviour
Multiple stigma NS .0006 . NS .01
Ethnic difference .02 .02 NS NS •
Compound social stigma NS NS NS : NS
Social class factor ,004 NS .02 .01
Social welfare factor .01 .009 NS .03
Compound moral stigma .0000 .000 .000 .000
Child guidance factor .0006
00. .0005 NS
Behaviour factor .0000 .0001 .0003 .0000
Anti-authority factor .0007 .001 .02 .0000
Intellectual stigma .01 .0000 .03 NS
Illhealth NS NS NS NS
Table 2. Multiple stigma and teachers* ratings of work.
Multiple stigma
Teachers* ratings of work
1. High 2. 3. 4.' 5.Low
1. Low stigma
2.
3.
4.
5.
6. High stigma
29%
3%
11%
2%
5795
29%
23%
18%
14%
13%
7%
36%
41%
34%
33%
25%
; 7% 
32%
20%
42%
44%
50%
(100%; 
(100%. 
4% (10096 
4% (100% 
8% (100% 
13%. (100°%^
Chi-square = 46*8 20 d.f. Sign* = *0006 Kendall = .3
Table %  Multiple stigma and teachers* ratings of behaviour
Multiple stigma Teachers*ratings of behaviour
1. High 2. 3.Average 4. 9. Low
1• Low stigma 31% 38% 31% (100%)
2. 6% 38% 29% 24% 3% ( 100%)
% 23% 8% 39% 11% 1% ( 100%)
4. 18% 24/ 40% orgO/o 10% (100%)
5. 13% 23/ 38% 23% 9% (100%)
6, High stigma 36%, 11% 33% (100%)
Chi-square =  36.0 20 d.f. Significance = .01 Kendalls Tau = .1
Table 4 »  Immigrant generation and teac 
Ratings
hers* halo and work ratings
\
Immigrant
Generation
(a) Halo
1. High 2 3 4 9 Low
Mon immigrants 14"/> 15% 57% 15% 1%
1st generation 13/ 21% 4 0 %
51%
2 3 % 4%
2nd generation *(>/.J/^ 3 0 % 8%i 8%
Chi-square = 17*9 8 d.f. Significance = .02
Non immigrants
(b) V/ork Ratings
1. High 2 3 4 9 Low
10% 24% 36% 29%' 2%
1st generation 4% 17% 25% 44% 10%
2nd generation 30%) 43% 22% 5%
>■ Chi-square = 18.13 8 d.f. Significance = .02
Table 5* The social welfare factor and teachers* halo, work and behaviour 
ratings.
Social welfare 
Factor
(a) Teachers* halo ratings.
1. High 2. 3. 4. 5. Low
Not disadvantaged 14% 23% 51% 11% 1%
Disadvantaged 10% 12% 54% 20% 5%
Chi-square = 11.7 4 d.f. Significance = .01
Not disadvantaged
(b) Work Ratings
1. High 2. 3. 4* 5. Low
9% 30% 33% 28% 1%
Disadvantaged 5% 16% 37% 34% 8%
Chi-square = 13*53 4 d.f. Significance = .009
Not disadvantaged
(c) Behaviour Ratings
1. High 2. 3. 4* 5* Low
22% 30% 36% 12% 1%
Disadvantaged 13% 27% 36% 16% 7%
Chi-square = 10.26 4 d.f. Significance - .03
Table 6. The social class factor and teachers' halo, sociability 
and behaviour-ratings. (X of each halo rating group).
Social class (a) Halo ratings
Factor 1. High 2 • 3 4 5* Low
1. High w/» ■ 23 % / 20/o 26X 14S* (56)
2. 37X •30/-0 31X . 9r;o (69)
5. 3 o';' 35X 21X 37X n %  (69)
4. Low A*'4/0 13X 20X 29?« 71?o (66)
Chi-square = 28.52 12 d.f. Significance = .004
(b) Sociability ratings
1. High 2 3 4 5* Low
1. High 29X 23X 13X (56)
2. 33X 25‘X •27X 24X (69)
3. 29X 35X 18X 41X 33?i (69)
4. Low &li-square1= '22.96 ??"!d.f. Si^ni'ficance^''.02 ^66 ^
(c) Behaviour ratings .
1. High 2 3 4 5* Low
1. .High V(% 22‘X) 17X 39X 20% (56)
2. 33X 3^ /u 30?S 11X (69)
3. 35?'- 29X 24X 19X 20?6 (69)
4 • Low 15?> 19X 30/u 31X 605» (66)
Chi-square = 24*63 12 d.f. Significance = .01
Table 7. Compound moral stigma and teachers halo, work, sociability 
and behaviour ratings. % of each moral stigma group.
Compound (a) Halo ratings
Moral stigma 1. High 2 3 4 5. Low
0. None 24% 28% 4296 ■ 6% (81)
1. 6/o 14% 60%> 16% 4% (90)
2. 6% -zs'i2/U 58%' 27% 6% (33)
3. Three and more 4% 12% .5256 28% 4% (25)
Chi-square = 41*98 12 d.f. Significances.0000
(b) Work rat ings
1. High 2 3 4 .5• Low
0. None 16% 33% 31% 16% 4% (81)
1. 1% 24% 32% 40%. - 296 (90)
2. 3% 3% 52% 33% 9% (33)
3. Three and more 4/o ; . 12% 36% 40% ' 8% (25)
Chi-square = 41*5 12 d.f. Significance = .000
(c) Sociability ratings
1. High 2 3 4 5. Low
0. None 21% 24% 46% 9% (87)
1. % 29% 36% 21% (99)
2. 7% 15% 56% 20% 2% (41)
3* Three and more 15% 52% 27%. 6% (33)
Chi-square =38.06 12 d.f. Significance = .0001
(d) behaviour ratings
1. High 2 3 4 5* Low
0. None '31% 36% 28% 6% (87)
1. 7% 29% 40% 18% 5% (99)
2. 22% 105(5 42% 20% 7% (41)
3.Three and more 9% 27% 42% 15% 6% (33)
Chi-square = 38*37 12 d.f. Significances .000
Table 8* The. child guidance factor and teachers halo, work and social 
bility ratings. (% of each child guidance category).
Child guidance 
Factor
(a) Halo ratings
1. High 2 • 3 4 5. Low
Non. Disadvantaged 18% 25% .'4.6% 10% 3% (114;
Disadvantaged 6 % 10% 39% 21% 4% (115:
Chi-square=19*76 4 d.f. Sig.=> .000 Kendall = .3
(b) Work ratings
1. High 2 3 4
23%
5• Low .
4% (114)Non disadvantaged .11% 30% 325o
Disadvantaged 3% 17% 38% 38% 4% (115)
Chi-square= 15*9 4 d.f. Sig,= .003 Kendall = .3
(c) Sociability, ratings
1. High 2 3 4 5. Low
Non disadvantaged 1 6 % *
CM 49% 12% ' (121)
Disadvantaged 4% 17% 55% 23% 2% (159)
Chi-square = 19*89 4 d.f. Sig.= .0005 Kendall = .3
Table 9* 'the behaviour factor and teachers1 ratings of work, 
behaviour and sociability, (% in each behaviour factor category).
Behaviour factor .
(a) Work ratings
1. High 2 3 4 5* Low
Non disadvantaged 9% 30% 33% 25% 2% (139)
Disadvantaged 3% 12% 38% 39% 8% (90)
Chi-square = 18.12 4 d.f. Sig.=.001 Kendall = .3
(b) Behaviour ratings
1. High 
22%
2 3 4 5* Low
Non disadvantaged 36% 32% 10% 1% (153)
Disadvantaged 12% 17% 43% 20% 8% (107)
Chi-square = 27*67 4 d.f. Sig. = .0000 Kendall= .3
(c) Sociability ratings
1. High 2 3 4 5* Low
Non Disadvantaged 14% 24%
15%
48% 14% (153)
Disadvantaged 2% 57% 23% • 3SS (107)
Chi-square = 21.49 4 d.f. Sig. = .0003 Kendall= .3
Table 10. The anti authority factor and teachers* ratings of work, 
behaviour, sociability and halo ratings.
Authority
Factor
(a) Halo ratings
1. High 2 3. 4 5. Low
Non disadvantaged 17% 19% 53% 10% 1/o (135)
Disadvantaged 4% 15% 52% 22% 6% (94)
Chi-square =19.25 4 d.f. Sig. = .0007 Kendall= .3
(b)' Work ratings
1* (High)
11%
■10/I/O
2 3 4 5 • Low
Non disadvantaged ■ 28/o 
16%
32%
39%
27% - 2?£ (135)
Disadvantaged 36% 1% (94)
Chi-square= 17*56 4 d.f. Sig. = .001 Kendall= .3
(c) bohav 
1. High 
25%.
iour ratir 
2
31%
24% •
3 4 5* Low
Non disadvantaged 34%
39%
9%
20%
1% (151) 
8% (109)Disadvantaged 8%
Chi-square= 26.0 4 d.f. Sig. = .0000 Kendal1= .3
(d) Sociability ratings
1. High 2 3
47%
59%
4
18%
5* Low
Non d i sadvantaged •13% 23% 
17% .
(151)
I
Disadvantaged 5% W i 3% (109)
Chi-square = 11.35 4 d.f. Sig. = .02 Kendall = ,14
Table 11. Intellectual stigma and teachers halo, work and sociability 
ratings.
Intellectual
stigma
Halo ratings (a)
1. High 2 3 4 5« How
None 15% 19% 5.6% 9% ■\% (106;
Some 8% 25% ' 46% 18% (61)
Extreme 5%> . 5% 48% 38% %  (21)
Chi-square = 18.9 8 d.f. Sig. = .01 Kendall = .2
(b) Work ratings
1. High 2 3 4 5. Low
None 1 3% 30% 39% 17% 1% (104)
Some ■ 2% 20% 38% 34% 7% (61)
Extreme 5% 0%, 19% 67% 1C,! (21)
Chi-square = 36.48 8 d.f. Sifr. = .0000 kendall = .1
(c) Sociability ratings
1. High 
9%
2 3 4 5« How
None 18% 59% 14% . (119: 
2;'j (65)Some 6% 31% 48% , 14%
Extreme 14% , 7% 45% 31% 3% (29)
Chi~squa3?e= 16.98 5 d.f. Sig. = .03 Kendall =.04
Table 12. Chi-square scores showing strength of the association between 
teachers* identifications of disadvantaged children and data in the school 
record. (Significance level of cfti-square. NS = not significant at .05 level
School record variables Teachers identifications of disadvantage
Mental Moral Social Physical Halo
Multiple stigma NS NS NS NS NS
Compound social* stigma NS NS . 
.
o o. VM NS NS
Welfare factor .04 NS .007 NS .008
Social class factor NS- NS • NS NS NS
Ethnic difference NS NS NS NS NS
Compound moral stigma
CMO. .0000 .0001 : .05 .0005
Child guidance factor NS .0002 .01 .04 .006
Behaviour factor .03 .0000 • 02 NS .0004
Anti-authority factor
CMO• *0002 NS NS .006
Intellectual disadvantage .0006 NS NS NS NS
Illhealth NS NS NS .0000 .002
Table 13. Identifications of social disadvantage and the school record data.
School record variables Teachers identification of social disadvantage
None Slight Extreme Total
Non disadvantaged girls
Ethnic difference 68% 54% 46% 159
Social stigma 38% 22%, 18% 81
Welfare factor 57% 46% 23% 150
Moral stigma (compound) 36% 35% 5% 87
Behaviour factor 62°/o 6256 5256 151
Child guidance factor 51%, ' 48% 18% 121
Disadvantaged girls (all'
Ethnic difference 32% 46% 55% 96
Social stigma 62% 78% 82% 174
Welfare factor 44% 54% 77% 125
Compound moral stigma 63% 65% 96% 168
Behaviour factor 38% 39°% 68% 104
Child guidance factor 49% 5256 82% 154
■■ ■ ■ ■ . ....... .............. ..... ■ » - ■ —.
Table 14. Identifications of moral disadvantage and the school record data.
School record variables Identifications of moral disadvantage
None slight extreme total
Non disadvantaged girls
Compound moral stigma 41% 14% 15% 86
Child guidance factor 55% 30% 43% ' 119
Behaviour factor 68% 3 0% 47% 149
Anti-authority factor 61% 34% 47% 148
All disadvantaged girls
Compound moral stigma 59% 8 7% 87% 162
Child guidance factor 45% 71%
C—CO 129
Behaviour factor 32% 71% 53% 99
Anti-authority factor 63% 66% 53% 100
Table 15* Identifications of mental disadvantage and the school record data.
School record variables
Identifications of mental disadvantage
None slight extreme total
Non disadvantaged girls
Welfare factor 53% 35% 124
Compound moral stigma 35% 41% 85
Behaviour factor 62% 59% 149
Anti-authority factor 61% 47% 145
Intellectual stigma 59°% 38% 33% 114
All disadvantaged girls 
Welfare factor 47% 65% 100% 120
Compound moral stigma 65% 59% 100% 159
Behaviour factor 38% 41% 100% 95
Anti-authority factor 39% 53% 100% 99
Intellectual stigma 41% 62% 67% 86
Table 16. Identifications of physically disadvantaged children and the 
school record data.
School record variables Identifications of physical disadvantage
none slight extreme total
Non disadvantaged pupils
Compound moral stigma 37% 21% 25% 85
Child guidance factor 52% 30?^ 25% 118
Illhealth 80% 45% 181
All disadvantaged pupils 
Compound moral stigma 63% 79% 75% 159
Child guidance factor
v.OCO 70% 75% 126
Illhealth 20% 55% 100% 65
Table 17. The bad pupil factor and the inadequate pupil factor in relation 
to the school record variables, (chi-square significance levels).
School record variables Bad pupil factor Inadequate pupil fac.
Chi-square significance levels
Multiple stigma NS ' , NS
Ethnic difference NS ' NS
Social stigma (compound) NS NS
Welfare factor .05 .02
Social class factor .05 NS
Compound moral stigma .0000 . NS
Child guidance factor .0005 .05
Behaviour factor ,0000 .05
Anti-authority factor .0000 NS
Intellectua; stigma NS NS
Illhealth NS ■NS
PART FIVE
PEER GROUP EXPECTATIONS
PART FIVE
PEER GROUP EXPECTATIONS
Part five of this study is concerned with the analysis of 
data collected from the sociometric questionnaire* This questionnaire 
was filled in by all girls at Rushel who were asked to identify three 
classmates to'*fit into each of six sociometric categories.
Chapter 13 presents an account of pupils* sociometric choices 
along the six dimensions of cooperation, non cooperation, high ability, 
low achievement, command and ideal person. These responses were scaled 
on a six point scale ranging from no nominations to seven or more 
nominations. A further measure showing high and low consensus was also 
constructed. Both these measures were used to clar\fy the pattern of 
sociometric choices at Rushel. From this data, it was possible to 
construct a picture of classroom reality from the perspective of the 
pupils and also to generalize about the virtual identities imputed 
by girls to their classmates.
The second part of the chapter looks at the relationship 
existing between the six sets of.data. The strong associations between 
certain variables made possible the extrapolation of two underlying 
factors. Because the data was apparently dichotomized into pro school 
orientations and anti school orientations, it was predicted that these 
factors would reflect two opposing pupil subcultures. This hypothesis 
was supported by the data and the two factors were labelled a 
popularity factor (relating to pro school orientation) and an alternative 
authority factor (relating to anti school orientation).
In chapter 14 the degree to which formal organizational divisions 
within school constrain pupils* sociometric choices is considered.
It was hypothesised that peer group relationships reflected school 
organization. This was certainly not the case where house group and 
year group divisions were concerned. This was surprising as it might 
have been expected that older children would have clearer expectations 
of other pupils than younger children. Also most of the literature about 
youth culture suggests that it is stronger where the older child is 
concerned.
The final part of chapter 14 presents an analysis of the 
relationship of the sociometric data to stream membership. There was
little doubt that stream would be related to peer group relationships 
and this was confirmed by the evidence. Childrens* expectations of 
their low stream classmates were shown to be much lower than those 
held for A streamers. These expectations were also shown to be clearly 
related to subcultural difference.
Chapter 15 analyses the relationship between the sociometric 
data and the school record. The main proposition examined was that 
stigmas extracted from the school records would be replicated in the 
pupils* perceptions of their classmates.
The most positive findings in this chapter related ethnic and moral 
stigmas to the sociometric variables. Ethnic stigma was seen to 
relate strongly to alternative authority, with immigrant girls 
featuring as important members of the alternative authority subculture 
Ethnic origin was also seen to influence pupils* choices of ideal 
persons to girls in their own ethnic group. All three moral stigma factors 
were also clearly related to the sociometric data. Children stigmatized 
morally in the school records were frequently chosen by their peers 
as representing those attitudes and behaviours most antagonistic 
to school and rarely chosen where favourable school orientations 
were concerned. The two other interesting findings that emerged were 
that intellectually stigmatized children were not often chosen as 
ideal persons and that girls with multiple stigma tended not to be 
very popular.
These findings supported the initial hypothesis. Pupils replicated 
the pattern of expectations found in the school records. The analysis 
also highlighted the fact that stigma operates in school as a blanket 
identifier. Girls seen to be stigmatized in one respect tended to be 
seen negatively in all respects.
The final chapter in part 5» chapter 16, considers the relationship 
between teachers* expectations and pupils sociometric choices. It was 
expected that there would be a high degree of congruence between these 
expectations particularly for girls in the A stream and the C  stream.
The data largely supported these propositions although there were 
a number of non congruent cases and surprisingly more consensus 
existed about B stream girls in identifying pupils with pro school 
orientations than girls from either the A or the C streams.
CHAPTER 13. THE PATTERN OF PEER GROUP RELATIONSHIPS
1. INTRODUCTION
Social relations in the classroom structure individual pupils* 
experiences of school. The classroom is an arena in which most school 
activity takes place. The teacher in the classroom generally 
dominates that arena. Her expectations have been shown to be 
largely congruent with the pupils' potentially discrediting case 
histories but also with the more public version of pupils* 
identities signalled by their various sohool membership groups.
Peer group relations also dominate classroom life and influence 
many of the important issues with which school is concerned. Formal 
learning is affected, by the nature and quality of peer group 
relationships (Hargreaves, 1967). Moral development and inter-­
personal learning are also clearly related to the quality and content 
of young peoples* friendship networks. Both teachers and pupils work 
more easily and effectively when each pupil has a positive 
relationship to at least one of her peers.
Measurement of the form and quality of peer group relationships 
is not easy. The diagnostic tool used in this part of the research was 
a sociometric questionnaire designed to elicit information about 
pupils evaluations of each other in terms of social and learning 
objectives. Generalizations made about classroom behaviour were 
inferred from the sociometric data.
The sociometric questionnaire that pupils were asked to complete 
dealt with six distinct areas. The initial findings in this chapter 
relate to the overall structure of pupils* perceptions of each other 
in these six areas, and the relationship of these perceptions to 
each other.
Two of the dimensions on the sociometric questionnaire related 
to behaviour. Pupils were asked to identify girls who most often 
flouted the teacher's authority and girls who were cooperative in class. 
It was expected that there would be a strong negative correlation 
between these two responses. It was also expected that girls who were 
antagonistic to teachers would feature as important persons in any 
alternative pupil culture that might exist in the school.
The dimensions of high ability and low achievement were not 
so obviously dichotomous as the two behaviour categories. Low 
achievement could conceivably be related to high ability and represent 
antagonism to school and learning rather than ineptitude. In this 
respect low achievement would be likely to have a clear positive 
correlation with bad behaviour.
Friendship patterns were not specifically looked at although 
pupils were asked to name the person they would choose to be if 
they could not be themselves. In addition to liking or disliking their 
peers, girls also attribute to them a level of social power or an 
ability to influence others. This command quality can be variously 
perceived as bossyness or leadership and might operate within 
what the school could define as a legitimate or an illegitimate 
opportunity structure. One proposition examined was that girls 
would choose as ideal persons peers who they saw as strong in 
the command category. It was expected that this choice would be made 
both when this authority was within the legitimate school 
opportunity structure or when it was part of a more deviant structure.
The final part of this chapter concerns the identification of 
factors underlying the sociometric data. It was hoped that in this 
section it would be possible to generalize about some of the 
wider issues affecting peer group interactions and also to identify 
the particular model of relationships existing at Rushel.
Findings in part 4 of the research suggested that this model could 
conform to a distinct subcultural pattern in which a pro-school 
good pupil subculture competed with an anti-school bad pupil 
subculture.
2. THE RESEARCH INSTRUMENT
An extended discussion of the research instrument and the 
research procedures for the analysis of the sociometric data can be 
found in chapter two. Several points are useful to stress at this 
time.
Instrument two 'The people in my class' was a sociometric test . 
designed to gather information about pupils' perceptions of each 
others behaviour, work quality, command ability and ideal person. There
were six items on the instrument. Pupils were asked to name the three 
persons in their class who were most appropriate in each of the 
categories. 'Class' was not defined for the pupil arid therefore 
could have related to the form group or the lesson group.
The number of nominations received by individual girls in the 
six sociometric categories ranged from none to twenty four. All three 
of the nominations made by each pupil were used in the analysis.
It was decided to group the nominations into a six point scale. Scale 
points 1 to 4 covered 0 to 3 nominations, scale point 5 was for 
4 to 6 nominations, while scale point 6 included 7 or more nominations. 
Apart from this scale, a consensus measure was also constructed.
The consensus measure was made up of three areas of consensus.
Score 1 represented an area of high consensus made up of children 
who had not been nominated at all. Score 2 was a second area of high
consensus and included all girls nominated four or more times.
Score 3 was a low consensus area and was made up of girls who had 
received between one and three nominations.
3. THE FINDINGS
(a) The overall pattern of the distribution
The overall distribution of children in each of the six 
categories can be found in Tables 1 and 2. Score one identified children
who were not chosen in any of the three choices made by their
classmates. The largest number of non identified children were in 
the uncooperative category. 50% of the 351 children at liushel 
were not chosen by any of their peers as one of the three children 
most likely to go against the teacher. It was interesting to note 
that the greatest number of children identified seven or more times by 
their peers were also found in the uncooperative category. These children 
also had a higher number of individual votes than was present in 
identifications for other categories with one child being identified 
as uncooperative by 24 out of approximately 30 classmates (Table 1)•
This tied in with the figures reproduced in Table 3 which show 
that the greatest consensus amongst girls was to be found in their 
identification of uncooperative children.
The category which contained the second highest number of 
non identified children was that of 'ideal person1. 44% of the
351 Rushel girls were not chosen by their peers as one of the three 
people they would most like to be if they could not be themselves. 
However this did not indicate any great agreement between pupils on 
'ideal person* as there was little evidence that individual pupils 
were generally popular. Few pupils were identified by seven or more of 
their peers and those that were had fewer individual votes than 
children identified in other categories.
37% of children were in the group of children not identified 
as one of the three most able children in their class. There was 
also considerable agreement amongst peers on the exact identification 
of the most able with 11% of them having four to six votes and 9% 
having seven or more votes. The consensus scores reported in Table 3 
also supported these trends.
35% of children were not regarded by their peers as either 
commanding or cooperative. The same number of girls were also in 
agreement in their choice of those pupils who were most cooperative or 
most commanding. Thus 11% of children in both these groups had four 
to six votes and 9% of girls in both these groups had over seven 
votes. The degree of consensus was thus the same for Cooperative and 
commanding children and did in fact equate with that'for ideal persons* 
There were also few differences in the number of votes that individual 
gir|s in the group with the highest number of votes received for either 
cooperation or command (these two categories were however very different 
from the ideal person category in this respect).
Finally, the category of low achievement had in. it the smallest 
number of girls who were not identified (25%), and the second 
smallest number of girls with seven or more votes. However, 12% 
of girls did receive fou± to six votes. Adding these figures 
together to establish the degree of consensus in choosing the 
least able children suggested that there was little agreement in 
selecting specific girls as low achievers. This was also reflected in 
the fact that none of the children in the group receiving seven or more 
votes had more than twelve other girls vote for them (Table 1).
■(b) The relationship of the six variables to each other
Pupil responses to the six items on the sociometric test 
produced some fairly definite patterns. Girls identified as most
often going against the teacher were also most frequently identified 
as those in need of most improvement in their work and those most 
likely to get other children to do things for them. This was 
interesting because it suggested that girls who were 'influential* 
in school were not necessarily those children who were particularly 
helpful to teachers. Uncooperative children in this sense could be 
seen as providing 'alternative* direction in school to that provided 
by the teacher. There was also a strong negative correlation between 
those children identified as uncooperative and those that most frequently 
did what the teacher required (*r.3) and those children who learned most 
easily (-.2). A less strong negative correlation also existed 
between uncooperative children and ideal persons.
Correlations between the cooperative category and the other 
categories produced almost the complete reverse of the pattern 
outlined above. Pupils identified as cooperative pupils were also 
likely to be those seen as most capable of learning new things and 
those identified as ideal persons. These three variables correlated 
negatively with the other three, though the negative correlations 
were least strong where ideal persons were concerned (Table 4)»
(c) Underlying factors
It was fairly obvious from the correlation matrix that the 
six variables in the sociometric analysis were related to two 
broader underlying factors. Factor analysis did in fact substantiate 
this hypothesis. Two broad factors emerged from the data, both when 
the input variables were the original scaled items and when the 
consensus categories were used. The factor weightings were lower 
in the latter case but the pattern they presented was similar to that 
when the scaled items were used.
The description of the way in which the two factors were scaled 
can be found in chapter two, together with the relevant statistics, 
and the rationale underlying their identification. The first factor, 
was identified as a Popularity factor. Its main features included 
an ability to cope with new v/ork, cooperation with the teacher, 
being an ideal person and a degree of command. Popularity in these 
terms was thus linked to traditionally acceptable school values.
The command element was probably related to leadership within this 
context.
The second factor was labelled an Alternative Authority factor. 
Its main features included going against the teacher, thus 
disputing her authority; producing poor work, thus blocking the 
teacher from adequately performing her role; and getting other 
children to do things, thus providing alternative direction or 
leadership. There was a stror^negative relationship to being 
cooperative in class^but being able or being an ideal person were 
not particularly important*
4. DISCUSSION AND CONCLUSION
The results outlined so far indicate the extent to which it was
possible to generalise about the form and quality of peer group
relations from the initial data. The analysis of the data into 
the six scaled sociometric categories made possible a comparison 
of children in terms of their position on these scales. This 
suggested that there was considerable variability between the six 
items in terms of pupil consensus on choices. One reason for this 
could have been that some of the types to be identified were more
traditionally part of school culture than others. .
Looking at the literature on stereotyped pupil roles, the 
'troublemaker* and the 'teachers pet' come readily to mind and 
would probably fit the first two behavioural categories. Two other 
well documented stereotypes are the 'dunce* and the 'swot*. These also 
line up easily with the sociometric categories of 'pupils who learn 
new things most easily* and 'pupils that could make the greatest 
improvement in their work'. The command category is far more difficult 
to translate into a stereotype. There is the 'bully* of Tom Brown's 
Schooldays - but on the other hand there is the 'gentleman leader* 
of much Public School ideology. Both these could fit the command 
category. Finally, the category of 'ideal person* could be filled by 
either popular girls or the bosom friends that are a notable feature 
of the relational development of girls in the age group being studied. 
In fact^the troublemaker and the swot were the categories on which 
most agreement existed. Individual swots were identified most easily, 
alongside teachers pets and bossy girls. Dunces, unexpectedly, 
resulted in the least consensus, although individual dunces were 
identified almost^as frequently as the other categories. One reason
for this was that girls tended to associate low achievement with 
both girls who lacked ability and girls who lacked motivation. To some 
extent this accounted for the substantial number of low achievers who 
were also seen as able to learn new things easily. The command 
category was also seen in two different ways by the girls.It was 
associated with both girls who were popular and provided leadership 
within the school*s legitimate authority structure, but also with 
dominant girls who provided alternative authority and worked within 
an alternative opportunity structure. This dual view of cpmmand 
explains why it was an important element in both the factor scales.: 
Although consensus was fairly high on ideal girls, fewer of these 
were identified than was the case for the other categories.
Apparently at Rushel, there were few girls that the majority of 
pupils would choose to be if they could not be themselves.
A second area of interest emerging from the analysis concerned 
the overall structure of the peer group relationship at Rushel.
Social relations in the classroom can approximate to several different 
models and the forms that occur have important implications for the 
pupils' classroom identities.Pupils who feel comfortable in a friendly 
peer group atmosphere have been shown by research to perform better 
at the business of school than those who interact in an hostile 
environment. Diffuse relationships, where there are no strong cliques 
and children are not divided into popular and unpopular groups, tend to 
produce better contexts for learning and personal development. This 
diffuse model of relationships is one of the patterns that can 
develop.
Research in this country has suggested , however, that pro­
school and anti-school peer groups are common features of the English 
school experience. The existence of such groups preclude the sort of 
relational structure outlined above and has generally led to 
considerable hostility on the part of the group less tuned to the 
needs of the school. The delinquescent subculture described by 
Hargreaves exhibited hostility to school and antagonism to teachers 
and other pupils. Within such a subculture could be found children 
with poor personal adjustment and interests outside the framework 
of experiences expected by the school. Subcultural polarization, 
then, is the second pattern of social relations that is possible.
Eg.
The final pattern that social relations can take might well be 
labelled disintegration. It is epitomized by the sort of classroom 
where friendships are few and where there is considerable hostility 
between small groups of children. This sort of relational structure 
gives rise to a stars and scapegoats sociometric pattern where 
stars are not the centres of a relational network but rather are 
popular girls chosen by large numbers of otherwise isolated pupils.
A strong feature of this is also the large number of isolates that 
choose and are chosen by no other member of the class.
The model of classroom relations emerging from this analysis 
was obviously one of subcultural polarization. The popularity factor 
and the alternative authority factor had a strong negative congelation 
with each other. Non congruent cases were present but these were 
mainly the result of two other important considerations. The 
statistics were inaccurate to some degree because they contained a 
percentage of missing data. This affected one end of each of the factor 
continuums. Thus girls not identified as popular and not identified 
as providing alternative authority retained their positions by 
default rather than because they were consciously assigned to these 
positions by their peers. The two factors, thus, provided the most 
useful indication of the form of peer group relations at Rushel 
school. Factor.one, the popularity factor apparently identified a group 
of children who conformed closely to the characteristics identified in 
other research as part of a pro school subculture, while the second 
factor^labelled alternative authority, identified characteristics 
most closely associated with an anti school subculture.
Table 1. The number of nominations received by pupils in each of the 
six sociometric categories.
Scale
■ ' . . 
No. of I Sociometric categories
Items Votes 1 2 3 4 5 6
1 None 124 122 174 89 129 156
2 1 68 | 84 52 102 69 84
3 2 59 48 36 58 48 44
4 3 31 25 22 36 25 28
.5 4 18 15 13 16 22 19
5 16 15 6 14 17 11
.6 6 10 9 12 10 1
6 7 8 5 10 8 5 5
8 5 8 4 . 6 7
9 2 3 6 4 6
10 4 3 3 2 3 2
11 4 4 1 1 3 1
12 1 3 3 4
13 1 1 2
14 3 3 1
15 1 2 1
16 2 4
17 1 1 1 1
18 1 1 1
19 1
20
21
22
23
24 1
Key to sociometric categories:
1. Command 4. Poor attainment
2. Cooperation 5. High ability
3. Non cooperation 6. Ideal Person
• •
Table 2* Scaled nominations for each of the six sociometric categories
Scale
i
Sociometric categories
i
Items Command Cooperation Non
cooperation
Poor
Attainment
Higji.
Ability
Ideal j 
Person
1 124 35% 122 35% 174 50°% 89 25% 129 37% 156 44%
2 68 20% 84 24% 52 15% 102 29% 69 20% 84 24%
3. 59 17%
CO 3 6 109^ 58 17% 48 14% 44 13%
4 31 9% 25 7% 22 6% 3 6 10% 25 7% 28 8%
5 38 11% 40 11% 28 8% 42 12% 49 14% 31 9%
6 31 9°% 32 9% 39 11% 24 7% 31 9°% 8 2%
Table 3. High and low consensus for the six sociometric categories
Sociometric categories
Consensus Command Cooperation Non
cooperation
Poor
attainment
High
ability
Ideal
person
High 1 35% 35% 50% 25% 375» 44%
High 2 20% 20% 19% 19% 23% 11%
Low 3 45% 45% 31% 56% 40% 45%
Key: High 1: Not chosen High 2, Chosen by :'our+ Low 3« Chosen by 1—3
Table 4* Correlation matrix for the six sociometric categories .
Cooperation Non
cooperation
Poor
attainment
Hi^i
ability
Ideal
person
Command .04 .3 • 2 • .13 .2
Cooperation -.3 -.2 .4 <>2
Non cooperation .4 -.2 1 . 0 o
\
Poor attainment -.1 .02
High ability 1* 'X ^ .3
CHAPTER 14. THE PEER GROUP AND ORGANIZATIONAL CONSTRAINTS
1. INTRODUCTION
The degree to which formal organizational divisions within 
school can be related to sociometric choices is well documented in 
educational research. School is the setting within which peer group 
norms develop. The formal arrangements that exist for pupil groupings 
reduce the circles from which pupils choose friends. This effectively 
limits certain options for inter-age or inter-stream interactions. 
School rules often reinforce this social distance by forbidding 
children access to classrooms $hat are not their own. The encouragement 
of form loyalties further exacerbates the situation. Add together 
spacial and territorial arrangements, inter-group segregation and 
competition, and it is hardly surprising that peer friendship patterns 
tend to reflect school organization.
One sort of patterning of peer group relations exists in 
schools where house divisions are strong. Inglis (1961) reported 
that in the school that he studied, peer group norms would not allow 
pupils to be seen in the company of boys from another house.
Rushel house divisions have so far been shown to be insignificantly 
related to both pupils’institutional case histories and teachers* 
expectations* It was expected that few relationships would exist 
where the sociometric data was concerned, except it was predicted 
that choice of ideal persons would be more likely to be made within 
the house grouping than outside of it. The other sociometric data 
was more obviously related to groupings that cut across house divisions 
thus precluding ndminations being made within the house group.
Both Lacey and Hargreaves found that age was an important factor 
in the development of pupil participation in school subcultures.
Both researchers found that the rather diffuse norms that existed 
amongst first year pupils had become more formalized by the second 
year until by the third year they had polarized into definite and 
definable subcultures. In the last chapter two subcultures were 
identified from the sociometric data. It was predicted that these 
subcultures would be more clearly shown in the responses of the > 
older children at Rushel than in the responses of the younger children. 
Inglis also found that age related behaviour was an important part 
of peer subculture and that there were definite rules relating to
such matters as the age composition of friendship groups. Where 
sociometric choices are concerned age would seem to he a particularly 
important factor. Older children would be likely to make more mature 
evaluations of their peers than younger children due to both their 
greater familiarity with each other and also to their more experienced
judgement of school matters. Because of this it was thought that
the choices made by older children would be more consensual than
the choices made by younger children.
There is little doubt in educational circles that stream is the 
most influential grouping in relation to all aspects of the pupils 
school career. The findings reported in previous chapters supported 
this view. So far stream has been shown to be strongly related to 
both the pupils* institutional case history and to teachers* 
expectations. It was hypothesised that stream would also relate 
strongly to the sociometric data, and that high stream children would 
be most strongly influenced by the popularity factor and that low 
stream children would be most strongly influenced by the alternative 
authority factor. It was predicted that stream membership would also 
relate to the specific areas on the sociometric questionnaire. Many 
of these relationships have been shown to exist in other influential 
pieces of research. Stream has been shown to be causally linked to 
both ability and achievement (Douglas, 1969). It has been associated 
with the child’s social background* health (Central advisory council 
for education, 19&3) and ethnic origin (Coard, 1971)• Behaviour 
and sociability have been seen to vary in different streams (Becker, 
1958)* Teachers* perceptions of pupils are noted as being;influenced by 
pupils* stream membership (Keddie, 1971)» and in turn producing 
the self fulfilling prophesy of academic deterioration in low 
streams (Douglas, 1964). Subcultural polarization has already been 
discussed (Lacey, 1971 )* and childrens* poor self images have often 
been associated with poor stream membership. All these factors are 
not examined in this chapter but most of them will be covered in 
subsequent chapters. The proposition examined in the next section is 
that stream membership affects the way that girls are identified by 
their peers in all six of the sociometric areas.
2. SOCIOMETRIC CHOICES IN RELATION TO THE ORGANIZATIONAL VARIABLES 
(a) School form
Each child was asked to make the sociometric choices from pupils 
within her own class. As was indicated in an earlier chapter, it was
possible to interpret class as meaning two types of group. The first 
of these was the homogeneous age/house grouping or form. This was a mixed 
ability group that assembled for registration and other administrative 
reasons and was the basis for (juite a lot of teaching for the younger 
children. The second type of class group was the age/ability 
homogeneous stream, a group that was comprised of girls from all three 
houses and was the major teaching group. Girls were not advised as to 
which of these groups they should make their sociometric choices from. 
Those that inquired were told that they could choose pupils from any 
of the class groupings that they were members of. It is interesting 
to note that although almost 100% of first year pupils chose members 
of the tutor/form group, pupils from the second year upwards made 
choices that were spread across the whole year group. The main 
explanation for this was that the majority of first form work 
took place in the mixed ability form groups. Ability groups or 
streams for the first year classes were only used for certain subjects 
such as mathematics. Most teaching for the older children in the 
school was in streamed groups.
The only significant difference found between the twelve classes 
was for lineooperativeness (Table 1). Although the significance of 
this relationship.was marginal it did raise some interesting questions. 
Did it reflect the presence of a particularly naughty class? If this 
was the case, why was there not a significant difference between 
classes with respect to the alternative authority factor? A further 
check on this particular relationship was made by considering the 
distribution of children in the uncooperative category within different 
classes where the alternative authority factor was controlled. None 
of the distributions ranked as significant where the chi-square 
test was applied, indicating that the relationship between class and 
bad behaviour was spurious.
00 Year groups
All children in the sociometric study were required to choose 
pupils from within their own year group. About six girls chose pupils 
from other year groups and these choices were subsequently invalidated.
It was surprising that there was not a significant difference 
in the patterning of responses in any of the categories from age group
to age group.(Table 2). One might have expected that lack of consensus, 
for example, would be more pronounced amongst girls who had had less 
time to get to know their form mates. In fact, looking more carefully 
at the responses, only in three instances did the first forms 
actually have a bigger proportion of response in the low consensus 
categories. This was for command, cooperativeness and non cooperativeness. 
One explanation for this could have been that poor work and high 
ability were perceived in relation to the streaming system, 
whereas ideal person produced little consensus in any of the year 
groups.
(c) The house system
House groupings like year groupings were not significantly 
different in relation to the six sociometric categories. In fact the 
most significant difference on the chi-square test was at the .1 
level-(Table 3).
Of the two factors, only the popularity factor had a significant 
association with house. This showed up on the chi-square test as 
a .02 level significance (Table 4)# Although there was little 
difference between the three houses in the percentage of pupils 
regarded as very popular, there were important differences between 
houses with respect to pupils whose scores were average or below 
average. The green house had considerably fewer popular girls than 
the other two houses. It is interesting to note that this ties in 
with one of the findings reported in chapterg. There/green house 
classes were ranked as the two most disadvantaged classes in the 
school. The particular disadvantage rank used in that chapter was 
related to the number of girls in each of the classes who were 
stigmatized in the school record in the greatest number of ways.
It seems likely ‘that girls did not see Green house pupils as
very popular on average because so many of them were so potentially
discreditable.
(d) Streaming
Stream membership was the most important organizational variable 
in relation to the six sociometric categories. The relationship 
between stream and all except two categories, high ability and
low achievement, was significant. There was also a significant 
relationship between stream and the popularity factor but not 
between stream and alternative authority,(Table 5).
Although the high ability and low achievement categories were 
not significantly,associated with stream when the chi-square test 
was used, they provided some interesting data. Far fewer of the C stream 
than of the other streams were chosen four or more times in the high 
ability group. Surprisingly, ]3 stream children were chpsen more 
frequently than others by four or more of their peers as poor 
attainers. C stream children were nominated marginally less than 
any of the other streams for poor attainment. One possible 
explanation for this was suggested in the last chapter where the 
low attainment category was seen partly as a low motivation 
variable. One assumes that C streamers would be seen by their peers 
as unable rather than badly motivated. The low consensus group 
for both these variables was also interesting. For low achievement,
C streamers numbered largest in this group, while for high ability 
they shared this position with B streamers. There was therefore more 
agreement on the relative merits of A streamers in both categories.
The most significant difference between streams in relation to 
the sociometric variables was with respect to the ideal person 
category.56/6 of C streamers and 50% of B streamers, compared with 
only 32% of A streamers were not chosen by any of their classmates 
as an ideal person. Similarly in the group of children chosen four 
or more times as ideal persons, there were 19% of A streamers compared 
to only 8% of B streamers and 3% of C streamers. These figures 
indicated that stream played an important part in determining who was 
chosen as an ideal person. They also suggested that people in low 
streams probably chose pupils in other streams as ideal persons rather 
than members of their own teaching group. The data could also indicate 
that the overall structure of social relations in the C stream 
teaching groups conformed more to the tragmentary pattern discussed 
in the last chapter than to.other patterns (See Tables 6,7 and 8).
Pupils’perceptions of their peers* behaviour were also related to 
stream membership. Although there was little difference between the
percentage of pupils from, each stream who were not selected as being 
cooperative by any of their classmates, there was a much higher 
proportion of A streamers than of other streams selected by four 
or more of their classmates as being cooperative. Least consensus on 
cooperation was found in the C stream and the B stream where pupils 
were more likely to be nominated by 1 to 3 of* their peers (Table 8). 
There was apparently little disagreement about defining the most 
cooperative girls in the A stream.
This pattern was reversed where uncooperativeness was concerned.
C streamers were found least frequently amongst children not chosen by 
anyone as being uncooperative. In the group of children chosen four 
or more times as uncooperative there were few differences between 
the streams. Although C streamers were marginally more frequently put 
in this category (21%), the next largest group was the A stream (19%) 
rather than the B stream (18%). Amongst children not nominated as 
uncooperative were 57% of the A stream compared to 51% of the B 
stream and only 37% of the C stream.
Significant differences were found between the streams with 
respect to the leadership category. More consensus was.demonstrated 
in A and B stream choices than in C stream choices (Table 8). More 
A and B streamers were not nominated in the command cate-gory by 
their peers than C streamers, although in the group chosen by 
four or more of their peers, A streamers and B streamers were 
represented more than C streamers. Thus where A and B streamers were 
seen as strong members of the command category there was strong 
consensus in the group, but C streamers were more likely to be chosen 
by only 1 to 3 other girls.
The popularity factor was. associated with stream membership.
Girls chosen by more than four of their peers as popular tended to come 
form the A stream (34%) more than the B stream (23%), and from the 
B stream more than the C stream (14%). (Table 7). There was least 
consensus about choices of B stream girls as popular. B streamers 
when chosen as popular tended to be nominated by only 1 to 3 of their 
peers (Table 8). This overall finding with respect to^opularity was 
not surprising given the establishment nature of the criteria used 
in constructing the popularity factor.
It was surprising that the alternative authority factor was 
not significantly related to stream. Yet A stream members were 
clearly chosen less often in this category than other children.
32% of A streamers compared with 22% and 21% of B streamers and 
C streamers were not nominated as strong on alternative authority.
In the group chosen by more than four other girls 31% of the C stream 
compared to only'23% ani24% of the A and B streams were nominated.
It was thus apparent that C stream children were more likely to be 
found with high scores on the alternative authority factor than 
other children. This was predictable in terms of other relationships 
between the G stream and some of the other variables that have already 
been outlined.
• 3.CONCLUSION
Some of the formal organizational divisions within school were 
related to sociometric choices in fairly predictable ways, others 
were not. There were few variables that marked off classes and houses 
from each other. Classes varied with respect to the distribution of 
uncooperativeness amongst their pupils, but this was probably a 
spurious relationship. The red house had least unpopular girls 
in it and the green house had the most unpopular girls in it. This 
tied in with the data on disadvantage taken from the pupils* case 
histories where none of the four most disadvantaged classes were 
in the red house and both the most disadvantaged classes were in the green 
house (See chapter 8), thus supporting the conclusion that 
disadvantaged girls are rarely identified as very popular girls.
The effect of age on sociometric choices was the least 
predictable of all the formal organizational variables. It has been 
suggested that consensus in sociometric choices would be likely to 
increase as the child grew older. This was not the case. Older 
children did not agree more in their selection of pupils to fit each . 
category than younger children. This might have been due to the large 
number of new pupils, particularly immigrants, in the higher forms. It 
might also have been expected that subcultural membership became more 
clearly established as pupils grew older. However, there were no 
significant differences in the distribution of pupils as either 
popular or presenting alternative authority between the four years.
To some extent this result was forced by the research design itself which 
allowed ptipils to make their sociometric choices only within their 
own year group*
For different streams, there were predictable differences 
between pupils* perceptions of each other* A streamers tended to be 
seen in terms of acceptable school qualities, while C streamers 
were identified more often as not possessing these qualities* B 
streamers were generally seen to bci- somewhere in the middle although 
there was some evidence that their position retained an element of 
the ambiguousness already seen in the data from the school record 
and from teachers* expectations. Overall, the pattern presented 
replicated other research which has identified A streamers with a pro 
school subculture and C streamers with an anti school subculture.
The high relationship of A stream membership and high popularity 
also supported this, as too,to some extent, did the more ambiguous 
relationship between C stream membership and high scores on the 
alternative authority factor.
APPENDIX TO CHAPTER 14. LIST OF TABLES.
Table 1. The significance of the relationships between form 
groups and the sociometric variables.
Sociometric Variables ■ Chi-square Significance
Command 23.29 NS
Cooperation 25.14 NS
Non cooperation 34.85 .04
Poor attainment 24.79 NS
High ability- 19.88 NS
ideal Person 19.48 NS
Popularity- Factor 27.43 NS
Alternative authority factor 21.29 NS
Significance at .05 level. 22 degrees of freedom.
Table 2. The significance of the relationships between year 
groups and the sociometric variables.
Sociometric variables Chi-square Significance
Command 4.26 NS
Cooperation 8.85 NS
Non cooperation 7’. 49 NS
Poor attainment 7.64 NS
High ability 3.90 NS
Ideal person 1.97 NS
Popularity factor 1.77 NS
Alternative authority factor 3.19 NS
Significance at .05 level. 6 degrees of freedom.
Table 3* The significance of the relationships between house 
groupings and the sociometric variables*
Sociometric variables Chi-square Significance
Command '3.89 NS
Cooperation 3.79 NS
Non cooperation 5.89 NS
Poor attainment 7.64 NS
High ability- 7.08 NS
ideal person 4.74 NS .
Popularity factor 11.58 .02
Alternative authority factor 7.87 NS .
Significance at the *05 level* 4 degrees of freedom
Table 4. Scores on the popularity factor for pupils in 
each house.
House
Sociometric popularity factor
Low Average High Total
Red 22 19% 68 57% 29 24% 119 34%
Blue 31 27% 51 44°/° 35 30% 117 33%
Green 41 36% 51 44% 23 20% 115 33%
Total 94 170 87 351
Raw chi-square = 11.57 4 degrees of freedom. Sign. = .02
Table 5. The significance of the relationships between stream 
groupings and the sociometric variables.
Sociometric variables Chi-square Significance
Command 11.75
CMO*
Cooperation 14.85 .005
Non cooperation 11.44 .02
Poor attainment 8.45 NS
High ability 6.89 NS
Ideal person 22.85 .0001
Popularity factor 14.55 .006
Alternative authority factor 6.57 NS
Significance at the .05 level. 4 degrees of freedom
Table 6. The stream membership of pupils not chosen at all 
the the six sociometric categories or rating low on the two 
factors.
.
Sociometric variables
►
A stream B stream C stream
Command 44% 31% 28%
Cooperation 55% 34% 35%
Non cooperation 57% 51% 37°%
Poor attainment 55% . 23% 18%
High ability 52% 37% 43%
Ideal person 52°% 50% 56%
Popularity factor 22% 24% 37%
Alternative authority factor 52% 22% 21%
Table 8. The stream membership of pupils chosen one to three 
times in the sociometric categories or having an average score 
on the two factor scales.
Sociometric variables A stream B stream C stream
Command 3 5 % 4 8 % 5 6 %
Cooperation 3 6 % 4 6 % 5 5 %
Non cooperation 2 4 % 3 0 % 43%
Poor attainment 4 9 % 5 7 % 65°/o
High ability- 3 9 % 4 2 % 4 2 %  .
ideal person 4 9 %  . 42°% 41°/o
Popularity- 4 4 % 5 3 % 4 9 %
Alternative authority 4 5 % 5 4 % 4 8 %
Table 7 *  The stream membership of pupils chosen four or 
more times in the six sociometric categories or rating high 
on the two factors.
Sociometric variables A stream B stream C stream
Command 21% 21% 16%
Cooperation 29% 20% 105%
Non cooperation 19% 1 9 % 20%
High ability 29% 21% 1 5 %
Poor attainment
^
0
co 20% 17"%
Ideal person 19% 8% 3 %
Popularity factor 34% 2 3 % 1 4 %
Alternative authority factor 23% 2 4 % 3 1 % .
CHAPTER 15. THE PEER GROUP AND INSTITUTIONAL CASE HISTORIES
1. INTRODUCTION
The most interesting aspect of the relationship of school 
case histories and the sociometric data was the extent to which 
*pupil identities* in the school record were in line with *pupil 
identities* in the eyes of the peer group. Some of the identity 
facets that appeared to be important in the school record were not 
replicated in the information produced by the sociometric test.
Ethnic, social and health data were not directly related to the 
sociometric categories, but it seemed likely that these variables 
might be associated with such things as choice of leaders or ideal 
persons.
Clearly the racial composition of the school would have had 
important effects on the friendship patterns and pupil groups that 
developed. Recent research has stressed the racist nature of 
childrens* friendship choices, indicating that ethnic prejudice 
comes into effect by the primary school age and becomes intensified 
as children grow older (jelinek and Brittan, 1975)* Equally 
seriously, research has shown that the development of a consistent 
identification with their own group by most children, is not 
replicated in the pattern of development of minority group children. 
Immigrant children, it is argued "may not show the same preference 
for their own group, a direct reflection of its devalued portrayal 
in their social world.." (Milner, 1975)• At Rushel, the picture of 
intern-ethnic friendships was further complicated by different dates 
of emigration, the different age composition of the immigrants groups 
and their varied points of origin. Even for the majority of West Indian 
children who were themselves immigrants, it cannot be assumed that 
their different Island homes made for greater similarity within 
the group than between that group and other groups.Further, it has 
been argued recently,that overt hostility between groups in school 
is minimal. "In the orderly situation of the classroom overt hostility 
in inter ethnic behaviour is not particularly noticeable, and 
hostility often takes the form of ignoring the other group':'
(Verma and Bagley, 1975* p259)« In this chapter the nominations of 
different immigrant groups in the six sociometric categories 
are analysed. Particular attention is paid to choice of ideal person 
and the extent to which girls chose as ideal person someone from
their own ethnic group.
Like ethnically different children, socially and physically 
stigmatized children to some extent might also be expected to' be 
devalued in the eyes of the peer group. In the last chapter some 
evidence was presented suggesting that classes with large numbers of 
disadvantaged children in them had fewer popular members than other 
classes. It seemed likely that these children would be less likely 
to be sought as ideal persons than other children, would be less 
likely to score high on the popularity factor and also would be 
less likely to be chosen in the command category or to present 
strong alternative direction.
Intellectual stigma and Moral stigma were areas of concern 
directly replicated by the sociometric data. It was expected that 
intellectual stigma would be congruent with the ability measure, that 
highly stigmatized girls would be seen by their peers as not 
possessing the ability to learn new things easily. Intellectual 
stigma might also have been congruent with the low attainment 
category except that evidence presented in the last two chapters 
suggested that low attainment was as much seen by pupils as a 
measure of poor motivation as a measure of ineptitude. This being 
the case, i£ was less likely that intellectually stigmatized girls 
would necessarily be seen as low achievers.
Moral stigma was closely associated with the two sociometric 
categories of cooperation and non cooperation. It was predicted 
that there would be a high positive correlation between the behaviour 
factor and non cooperation and a strong negative correlation with 
cooperation. It also seemed likely that the behaviour factor would 
also produce a strong association with the alternative authority 
factor. The relationships between the child guidance factor and 
the two sociometric behaviour categories or the alternative authority 
factor were more difficult to predict.
2. THE FINDINGS '
(a) The ethnic variable and the sociometric data
There were significant differences in the distribution of 
pupils within each immigrant group on the alternative authority 
scale, although there were few differences between these groups
on the popularity scale (Significance of chi-square = .87).
Second generation immigrants were seen by their peers as the 
immigrant group most likely to flout the teachers1 authority, First 
generation immigrants had the largest representation on the average 
point of the scale, while non immigrants appeared weak on alternative 
authority (Table 1).
The three variables most strongly influencing the alternative 
authority factor also appeared to relate significantly to ethnicity#
When those pupils who were chosen four or more times were looked at 
in isolation, the relationship to immigrant generation became clearer# 
Second generation immigrants had more of their group identified four or 
more times as both uncooperative (29%) and commanding (29%) than did 
first generation immigrants or non immigrants (Table 2). Low 
achievement did not follow this pattern# Although there was only a 
marginal difference between the scores of non immigrants and 
second generation immigrants, first generation immigrants had 
considerably lower scores. It was difficult to interpret why this 
should have been the case as one might have expected that the new 
immigrant would have been most often seen as a low achiever. However, 
the categoiy of low achievement also implied that the pupil could if she 
wished make a great improvement in her work. It might have been that 
pupils did not see their first generation immigrant peers as being 
able to make this improvement.
Popularity was apparently unrelated to immigrant generation.
High ability was seen to be represented equally in all three 
immigrant groups, and there was little difference between the 
distribution of cooperativeness or being an ideal person.
Some interesting data emerged when the colour of the pupils selected 
by the three immigrant groups as ideal persons was analysed. The other 
sociometric categories were not dealt with in a similar way because 
of the difficulties produced by the initial coding of the data.
The distribution of white/coloured girls in the school as a whole 
was not reflected in the distribution of children selected as ideal 
persons in the three immigrant groups. Twice as many white children 
were selected by non immigrants than the overall distribution made
predictable. Second generation immigrants chose slightly more children 
of white stock than the school distribution but were closest to that 
distribution of the three groups* First generation immigrants chose only 
one third of the white children indicated by the school distribution 
(Figure 1).
Apparently first generation immigrants were more closely tied 
to their cultural antecedents than second^eneration immigrants^ Or 
the latter were already responding to the fact of a devalued racial 
image. However the age factor might have also been partly to blame 
for these particular findings as older children have been shown to 
be most conscious of their own group membership and first generation 
immigrants tended to be the older immigrant girls at Rushel* White 
children were apparently the most ethnically conscious group, and there 
was every indication that this consciousness increased as they moved 
up the school.
00 Social stigma and the sociometric variables
Social stigma in the pupilJs institutional case history was not 
an important variable when her* nomination by other pupils in the 
six sociometric categories was examined. There was some relationship 
between children on the social class factor and in the two sociometric 
ca-t&gories of cooperation and ideal person. Children with low social 
class were less likely to be seen by their peers as either 
cooperative or as ideal personsthan other children.(Table 3)*
The relationship of social stigma and pupils1 scores on the two 
sociometric factors was not strong enough to support the propositions 
outlined at the beg/rifling of the chapter. The most conclusive of these 
relationships was between the welfare factor and the sociometric 
popularity factor which had a correlation coefficient of -.13* This 
indicated that girls disadvantaged in terms of the welfare factor were 
less likely to have high popularity than other girls (Table 4)*
(c) Moral stigma and the sociometric variables
The three moral stigma factors constructed from the school record 
data related closely to the two sociometric factors. The highest 
correlation (-.4) was between the child guidance factor and the 
popularity factor. This negative correlation indicated that girls chosen
as popular pupils by their peers were seldom identified in the 
school records as having emotional problems or needing psychiatric 
guidance.
A high correlation also existed (.3) between girls identified by 
their peers as high on alternative authority and girls who scored 
high on the behaviour factor. Pupils seen as providing alternative 
authority were thus more likely than others to have a record of 
poor behaviour and disruptiveness,
The anti authority factor correlated negatively with the popularity 
factor (-.2) and positively with the alternative authority factor 
(.2) as might have been predicted. Pupils seen as popular tended not 
to have a record of confrontation with authority, while those seen 
as providing alternative authority were more likely to have such a 
record,(Table 5)*
When the sociometric consensus categories were compared to the 
three moral stigma factors, all relationships except three showed 
up significantly on the chi-square test. These non significant 
relationships were between the child guidance factor and the 
non cooperative and low achievement categories and between the 
behaviour factor and the high ability category (Table 6), Looking at the 
high consensus scores of each sociometric category in isolation from the 
other scores highlighted the differences that existed for children 
with low and high scores on the moral disadvantage factors (Table 7)«
The data suggested that information recorded for moral disadvantage 
was replicated in pupils* perceptions of each others performances.
Those pupils, identified as morally disadvantaged in the school 
record, were those pupils perceived by their peers to play the most 
negative roles in relation to the schools expectations.
(d) Intellectual stigma and the sociometric data
Surprisingly there was no relationship between recorded 
intellectual stigma and either of the two ability sociometric areas.
High ability and low achievement were not seen by pupils to relate 
to the more objective measure of intellectual ability found in the 
school record. One reason for this could have been that children 
made their sociometric choices from within a streamed class. It was
seen in the last chapter that stream itself was not related to these 
two variables either. Only one association between the data taken from 
the institutional case histories and the sociometric variables was 
significant and this Was the association between intellectual stigma 
and nomination as an ideal person* Intellectually stigmatized girls 
were rarely nominated as ideal persons either in the high consensus 
or the low consensus groups (Table 8).
(e) Physical stigma and the sociometric variables
Physical stigma or illhealth was not related significantly to 
any of the sociometric data. Apparently the pupils physical condition 
did not affect the sociometric choices of her peers.
(f) Multiple stigma (halo) and the sociometric data
Multiple stigma was related to the popularity factor and to 
three of the other individual sociometric categories. It was not 
significantly related to alternative authority. Popular girls tended, 
as would be expected,to suffer less from a record of multiple stigma. 
Children low on the multiple stigma scale also had more nominations 
for high ability, cooperativeness and being an ideal person than 
did other more stigmatized children. To a large extent this finding 
strongly supported the proposition with which this chapter started, 
that disadvantaged girls would be less popular than others. Support 
for the other main hypothesis did not emerge from this data though, 
and there was little evidence to suggest that alternative 
authority was related to recorded stigma in any significant way.
3. CONCLUSION
The ethnic origin of classmates affected the way that pupils 
saw their peers and the way their peers saw them. Immigrant girls, 
especially second generation immigrants, were more often than others 
identified by their classmates as members of an alternative authority 
subculture. These girls were also most frequently nominated as the 
worst behaved and the most commanding members of their class.
Ethnic origin also coloured the choices of girls as ideal persons. 
Most girls at Rushel chose members of their own ethnic group as ideal 
persons. Non immigrants tended to choose white girls most frequently,
while first generation immigrants tended to choose black girls.
Second generation immigrants digressed from this pattern, choosing 
more white girls than black girls.. Tv/o explanations of this trend 
were possible. It could be argued, as Milner (1975) has suggested, 
that second generation immigrants had learned to devalue their own 
racial image and therefore by secondary school age would have 
preferred to be white. Or a second explanation might be that second 
generation immigrants, who were mainly younger children, had not yet 
developed the strong in group identifications that tend to come 
with age.
It was interesting that ethnicity was not related to popularity 
and did not differentiate pupils with respect to the ability and 
attainment sociometric criteria. The lack of association in this respect 
was surprising given the strong evidence reported earlier of the 
link between ethnic difference, intellectual stigma and low social 
class. For this particular finding, sociometric patterns clearly 
did not conform to the data found in the school record.
The prediction that social stigma would relate to sociometric choice 
was not fulfilled. There was some evidence that children disadvantaged 
in terms of the welfare factor were less frequently identified in the 
popularity subculture, but this relationship was not as strong as 
was predicted.
Recorded moral stigma was most closely of all the school record 
variables related to pupils* perceptions of each other. Children 
with child guidance problems, or with anti authority tendencies, were 
rarely high in popularity. Girls high on the behaviour factor and high 
on the anti authority factor were often seen as members of the 
alternative authority subculture. It was interesting to note that 
these two moral stigma measures were strongest for immigrants and 
therefore lent more evidence to support the finding that immigrants 
were strong on alternative authority. The data on,moral stigma 
related to nearly all the sociometric categories and strongly 
supported the proposition that pupils who were morally stigmatized 
in the school records were also seen by their peers to play negative 
roles in relation to the school*s expectations.
Intellectual stigma related only to the ideal person category. Girls 
with intellectual stigmas were rarely chosen as ideal persons. Physical 
stigma was not important with respect to any of the sociometric variables. 
Multiple stigma, did,however, have clear relationships to several of 
the categories. Girls with multiple stigmas were rarely seen as 
popular and rarely scored high on the pro school sociometric 
dimensions. The reverse relationship was apparently unimportant though, 
and multiple stigma did not relate to either alternative authority or 
the more negative sociometric categories.
The findings reported in this chapter to some degree support the \ 
argument that the identities produced by the institutional case 
history v replicated in pupils* perceptions of their classmates.
What was not shown in the sociometric data, which was clearly 
important in the school records, was the strong association of ethnic and 
social stigma with intellectual stigma.
APPENDIX TO CHAPTER 15* LIST OF TABLES
Table 1* Immigrant generation and the alternative authority scale.
Alternative authority 
Factor
Immigrant generation
Non
immigrants
First
generation
Second
generation
Low ' 31% 16% 16%
Average 46% 61% 44%
High 24% 23% 38%
'Chi-square'= 15*35 4 d.f. Significance = .009 
__;----------- ;------ :--------------- ;------------ -— ------------------
Table 2. Immigrant generation and pupils identified four or more 
times in the six sociometric categories
Sociometric variables Immigrant generation
Non
immigrants
First
generation
Second
generation
Uncooperat ivene s s 19% 13% 29%
Cooperativeness 23% 17% 16%
High ability 22% 24%
v
pC\J
Low achievement 23%
V
O
GO 18%
Command 17% 21% 29% .
Ideal person 13% 7% 9%
Table 3* The relationship of the two social disadvantaged measures 
to the sociometric factors (Kendalls Tau) and the sociometric 
consensus categories (Chi square).
Sociometric variables V/elfare factor Class factor
Good pupil factor -.13 -.07
Alternative authority factor .04 -.0006
Cooperation NS .03
Non cooperation NS NS
High ability NS NS'
Low achievement ' NS • NS
Ideal Person NS .0000
Command NS NS
Table 4. The relationship of the popularity factor and the \relfare 
factor.
Welfare factor
Popularity factor
Low Average High Total
Low disadvantage 45% W 62% 181 100%
High disadvantage 55% 50% 38% 170 100%
Table 5« Correlation coefficients (Kendall) for the sociometric 
factors and the moral stigma factors. ’
Sociometric factors
Moral stigma factors Popularity Alternative Author.
Child guidance -.4 1 . o VM
Behaviour -.15 .3
Anti authority -.18 .24
Table 6. The relationship of the three moral stigma factors to the 
sociometric consensus categories.
Moral stigma factors
Consensus categories Child guidance Anti authority Behaviour
Non cooperation NS .0000 .0000
Cooperation .0001 .0002 .003
Command .0001 .002 .001
Ideal person .0001 .001
CMO.
High ability .0000 .002 NS
Low achievement NS .0002 .0000
Table 7. Pupils chosen more than 4 times in each socio etric category 
in relation to the three moral stigma factors.
Pupils chosen four or 
more times.
Non cooperation
Moral stigma factors
Child guidance Anti authority Behaviour
Low High Low High Low High
26
39#
41
61%
20
30#
47
70#
20
30# -
47
7056
Cooperation 44 28 5 6 16 53 19
61# 39# 18% 22% 74# 26%
Command 40 29 27 42 27 42
58% 42# 39# 6156 39% 61#
Ideal person . 26 13 31 8 29 10
67% 35% 805/) 2156 74# 26#
High ability 55' 25 58 22 53 1 27
6 % 31# 13% 28# 66% 34#
Low achievement 27 39 24 42 27 39
41# 59# 36# 6456 41# 59#
Table 8. The relationship between intellectual stigma and the ideal 
person category.
Ideal persona
Intellectual stigma Not chosen Chosen 4+ . Chosen 1/3
None 56 44% 25 78% .77 64%
Average 48 38% 5 16% 30 25%
High 22 18% 2 6% 14 12%
126 100% 32 100% 121 100%
Chi-square = 16.07 4 d.f. Significance = .0029
f.
Table 9« The relationship of multiple 
stigma and the sociometric categories.
Popularity factor .01
Alternative authority factor NS
High ability .01
Low achievement NS
i
Non cooperation NS
Cooperation .000^
Command NS
Ideal person .0001
Figure 1. The colour of pupils chosen as ideal persons by the three 
immigrant groups.
In the school as a whole, for every 10 coloured children there were 
17 white children,
DOOCXXXXXXXOOOOOOOOOOOOOOOOO
For every 10 coloured children chosen as ideal persons by non immigrants, 
there were 31 white children,
xxxxxxxxxxooooooooooooooooooooooooooooooo
For every 10 coloured children chosen as ideal persons by second 
generation immigrants, 19 white children were chosen.
3OCXXXXXXXX0 o o o o o o o o o o o o o o o o o o
For every 10 coloured children chosen as ideal persons by first 
generation immigrants, 6 white children were chosen.
xxxxxxxxxxoooooo
Key x = coloured o = white
CHAPTER 16. THE PEER GROUP AND TEACHERS1 EXPECTATIONS
1. INTRODUCTION
In the preceding two chapters, the identities emerging from 
pupils* sociometric choices were shown to be largely congruent with 
pupil identities as they appeared both in the formal organizational 
divisions of school and in the institutional case history. It was 
expected that teachers* expectations, also, would be in line with the 
evaluations that girls made of each other.
Data from the teachers* questionnaire compared most readily with 
data in the sociometric categories of cooperation, non cooperation, 
high ability and low achievement. The command and ideal persons 
variables were not directly related to any of the teachers* ratings 
or identifications areas, although some interesting relationships were 
likely. The good pupil factor underlying the teacher data was also 
predictably associated with both the popularity factor and the alternative 
authority factor. The teacher defined inadequacy factor was obviously 
associated with fewer aspects of the sociometric data although it was 
predicted that it would have a strong negative relationship to both 
the command and ideal persons categories.
The first hypothesis examined in this chapter was that there would 
be a strong positive relationship between girls identified as good 
pupils by teachers, and girls seen.as popular by their peers. Both 
these factors apparently measured a pro school subculture. The 
sociometric factor of popularity seemed to mark out girls who had 
similar orientations to the children identified by Coleman*s fun 
subculture (Coleman,195i)* Some of the main features of this 
subculture were attitudes to work and behaviour that were in line 
with conventional school definitions of good pupil roles. The teacher 
defined good pupil factor was more directly a measure of pro school 
attitudes and abilities. There were a few cases in this comparison that 
appeared non congruent. These were children who apparently played 
ambivalent roles, being seen by pupils and teachers as having different 
orientations to school. These cases have been considered individually 
and some attempt has been made to explain the inconsistencies.
The second hypothesis was that there would be a strong negative 
correlation between girls seen by teachers as good pupils and girls 
who were important members of the alternative authority subculture.
This second, apparently hostile group, were described in the last 
chapter as a largely immigrant group strong on the command dimension 
and generally troublesome and disruptive. Again there were incongruent 
cases to explain with respect to this relationship and some attempt has 
been made to do this by looking at the individual cases.
In previous chapters both sociometric factors as well as the 
teacher defined good pupil factor have been seen to be related to 
stream membership. A point of particular interest was the relationship 
of pupil and teacher expectations within each stream. It would seem 
likely, bearing in mind some of the earlier findings, that there would 
be a greater congruence between teacher and pupil expectations where 
A stream and C stream girls were concerned than where B stream girls were 
being considered. It was also likely that there would be more consensus 
between pupils and teachers in their identification of good pupils in 
the A stream and bad pupils in the C stream than for their identification 
of other children.
The second factor that came to light from the teachers1 
questionnaire, the inadequacy factor, was more difficult to hypothesise 
about. It has been argued that inadequate children were seen by 
teachers to be children incapable of making decisions about their 
future, who were strongly disadvantaged and had low intellectual 
capacities. It was expected that these children would be neither 
popular nor provide alternative authority. It was also likely that they 
would:be rarely chosen as ideal persons and rarely be seen to be strong 
in command. Apart from low achievement, it was not expected that 
inadequacy would bear any relationship to the other sociometric 
variables.
2. THE FINDINGS
(a) Sociometric factors in relation to the teacher defined factors
Both sociometric factors correlated significantly with the 
teacher defined good pupil factor but were insignificantly related 
to the teacher defined inadequacy factor (Table 1).
. . Girls seen by their peers as popular were also likely to be 
identified by their class teachers as having positive orientations 
to school (Table 2). This pattern was reversed when the alternative 
authority factor was substituted for the popularity factor. Girls 
chosen by their peers as representative of alternative authority were 
most likely to be regarded by class teachers as having a negative 
- orientation.to school (Table 3)*
Girls identified by teachers as inadequate did not figure 
significantly in either of the sociometric factor categories. Inadequate 
pupils appeared to be a group of pupils who teachers had special 
concern for rather than a group of children */ho were viewed as 
troublesome. Peers also recognised the difference of these children from 
others and did not as a rule select them as special examples of any of 
the sociometric categories. To this extent, inadequate girls were 
seen to be ineffectual by their classmates and were given little 
recognition in any pupil subculture. They were seen by their peers as 
neither possessing the qualities related to popularity nor those 
related to alternative authority*
(b) The individual sociometrio variables and the good pupil factor
Cooperation and lack of cooperation were clearly related to 
the good pupil factor.. Cooperative children tended to be good pupils 
while uncooperative children were bad pupils. High ability and low 
achievement were less clearly related to the good pupil factor but 
the association was still highly significant. Able children were 
more often chosen as good pupils than were low achievers who were 
more likely to be seen as bad pupils. Command was not seen to be a 
quality of either positively or negatively oriented children. This 
substantiated the argument already outlined that suggested that the 
command category was defined by pupils in terms of both legitimate and 
illegitimate opportunity structures. Ideal persons, as might be expected 
tended to be chosen more from good pupils than from bad pupils (Table 4)
(c) The individual sociometric variables and the inadequate pupil 
factor.
The associations between the inadequacy factor and the sociometric 
categories were generally insignificant though some relationship 
existed between inadequacy and command and cooperativeness (Table 4)*
Inadequate children Were less often in the command category thus 
indicating that they were not seen in leadership terms by their peers. 
Inadequate children were also seen as cooperative thus reinforcing the 
interpretation that has been made of the inadequacy factor as 
indicating deficit rather than troublesomeness. .
(d) Non congruence, between teacher defined good pupils and pupil 
defined popular pupils.
It appeared that there was a high degree of congruence between 
the pupils that teachers saw as having positive orientations to 
school and those chosen by peers as popular children. This raised the 
interesting question of why pupils and teachers failed to agree in 
their definition of the sixteen pupils in the two extremely non 
congruent categories. Eight of these pupils, were seen by teachers to 
have high positive orientations to school (ie as good pupils) but 
were not chosen as popular by their peers. While a further eight were 
not chosen by teachers as having high positive prientations to school 
but were identified by peers as very popular pupils.
Girls high in popularity but defined by teachers as anti school 
were the most incongruent of the two categories. This was because 
children scoring hi^i on these two factors represented positive • 
choices on the part of both teachers and pupils; children with low 
scores on the two factors (still incongruent) were, however, residual 
categories.
Antagonism to school was certainly not an important aspect 
of the pupil defined popularity factor. Pupils scoring high on the 
popularity factor tended to be seen by their peers as able, cooperative 
children, often sought as ideal persons and looked towards for 
leadership within a pro school subculture. On the other hand, pupils 
scoring high on the anti school factor tended to be children who 
teachers saw as uncooperative, unsociable and poor at lessons.
Who, then, were the eight children who were seen as popular by peers 
and antagonistic to school by teachers?
Pour were first year girls, three came from year three and one 
came from the fourth year. /Jone of these eight children had completely 
clean sheets when the school records were consulted. All of them had
at least one recorded disadvantage. Six of the eight were non immigrants 
while the other two were first generation immigrants. Six of the eight 
had some recorded social stigma, while six of the eight had recorded 
moral stigma. None of the children were in the strongly disadvantaged 
category on the intellectual stigma scale, though three were noted as 
having one disadvantage. Two out of the eight had poor health recorded 
for them. In terms of the recorded data, these eight girls did not appear 
to be particularly exceptional, with only one girl (obviously one of 
the first generation immigrants) having all types of disadvantage noted 
for her,
A closer look at the teacher data did not throw much further light 
on the position of the eight non congruent cases. Three of the eight did 
fit into the teacher defined * inadequacy1 category. In terms of 
teacher ratings, the eight girls were average though they scored Slightly 
higher than average on the disadvantage scale.
Greatest clarification of the ambivalent position of these eight 
girls came from the sociometric data. None of the eight had a low score 
on the alternative authority factor, three had average scores while 
five had high scores. This suggested that pupils found these girls both 
popular in terms of acceptable school qualities, but also saw them as 
providing alternative direction to that of the teacher. For other 
pupils themselves, therefore, the position of these girls was 
ambivalent. Five girls were chosen by more than four of their peers 
in the command category (only two were not chosen at all), four girls were 
chosen by more than four of their peers as ideal persons (only one was 
not chosen at all). Only two girls were not chosen as cooperative, but 
choices tended to be in the low consensus category (that is by three or 
fewer peers). Five girls were also chosen as uncooperative, three of 
these by more than four peers. The most illuminating data came from the 
data on ability and achievement. All eight girls were chosen at least 
once as able girls (five by more than four of their peers), but they 
were also identified as being low achievers, that is of needing to make 
an improvement in their work. This seemed to be the crux of their 
ambivalent position - the fact that they were capable of work 
achievement in terms of ability, but were apparently unmotivated. In 
a sense the stream pattern reflected this - thus three were A streamers, 
three were B streamers and only two were C streamers.
The second group of non congruent cases were those pupils with 
a low score on the popularity factor (indicating a lack of popularity) 
and those pupils with a low score on the school orientation factor 
(indicating a pro school, good pupil position). There were eight 
girls in this group.
Six of these girls were second year members, with one third year 
girl and one fourth year girl. This was strikingly different from the 
year membership of the other non congruent group. Most of these girls 
came from the Blue house, while the other houses were represented by
only one girl each. Six girls were from the A stream, while the
remaining two came from the C stream. .
Seven of the eight girls in this group came from three of the
four classes ranked as most disadvantaged, while the remaining girl 
came from the class ranked sixth in the disadvantage league (see the 
table in the appendix to chapter 8). Only one girl had no 
disadvantage recorded against her though none of the eight were 
recorded as having all five types of disadvantage. Five of the eight 
were non immigrants, two were first generation immigrants and one 
was a second generation immigrant. Only three girls were free from recorded 
social disadvantage, and only two were free from recorded moral stigma.
Six had no intellectual stigma and two were seen to suffer ill health.
The teacher defined data clarified the picture a little further.
Only one of the eight girls was to be found in the extreme category of 
the teacher defined inadequacy group. None of these girls were rated 
by the teacher as poor in any of the three categories of work, 
behaviour or sociability. However data was missing for four girls.
Six girls were not identified by teachers as disadvantaged and no 
one was seen to be disadvantaged in terms of the extreme categories on 
either of the teacher halo measures. However three girls had data 
missing for them in these categories also. The high incidence of 
missing data for these girls was significant in explaining their 
position in the incongruent category. Thus their presence at the pro 
school end of the continuum relating to good pupil characteristics could 
have been the result of default rather than of positive selection by 
their teachers*
The sociometric data presented another slant on explaining these 
non congruent cases* Six of the eight girls did not rate high on the 
alternative authority factor, one was average and the other high# Six 
were not chosen at all in the command category while the other two 
were in the low consensus group* Five children were chosen as ideal 
but all of these by less than three of their peers# Three children were 
chosen as cooperative (again in the low consensus category) while 
only one was chosen as uncooperative* Non of the eight children were 
chosen as having high ability,while seven were selected (though each by 
three or fewer peers) as belonging to the low achievement category• Again, 
the sociomefric pattern for these girls was almost diametrically 
opposite that of the eight girls in the other non congruent category#
These eight girls were markedly not chosen in the high consensus 
categories for any of the sociometric areas, although they did appear 
quite often in the low consensus categories# This suggested that 
their position on the popularity continuum at the less popular end was 
a designed one rather than a default one# Many of these girls were 
noted in the school record as being shy or unsociable - some were 
noted as selfish# They tended to be insignificant members of their 
forms being neither particularly popular nor troublesome. The fact that 
they did not appear high on the teacher ‘inadequacy* factor probably 
reflected their lack of intellectual disadvantage and their prominent 
membership of the A stream.
(e) Non congruence between teacher defined good pupils and children 
on the alternative authority factor.
There was a high degree of congruence between the alternative 
authority factor and the good pupil factor demonstrated by a strong 
negative correlation. Children scoring high on the alternative authority 
factor tended to be seen by teachers as hostile to school. However 
twelve children were present in the non congruent categories. Seven pupils 
were seen to be good pupils by teachers and yet were chosen by peers 
as representing alternative authority, while five children who teachers 
saw as bad pupils were not seen to provide alternative authority.
The apparent incongruence of the seven children who scored 
high on alternative authority but were seen as &ood pupils by teachers 
was not the result of missing data# The fact that teachers did not
recognise this threat to their authority as indicating hostility to school 
was interesting. All but two of the children were A streamers* Only one 
scored high on the inadequacy factor. They were unremarkable in their 
distribution through the classes and represented all year groups though 
the preponderance were in the first two years* The fact that they were 
mainly from the A stream could have coloured their class teachers 
perceptions of their attitudes to school. It should be remembered that 
classmates would see these children operating in a context that was 
hidden from the class teacher. As far as she was concerned they would 
have been able children whose behaviour in the form group would have 
been hidden by the more overtly naughty behaviour of lower stream 
children.
None of the seven children were recorded as grossly disadvantaged 
in the school files, but all had some record of disadvantage. Four of them 
were immigrants, for whom high stream membership would have been 
somewhat remarkable given the racial composition of the three streams.
Only three had any recorded moral stigma, suggesting that most of the 
girls in this group did not have an established record of bad behaviour. 
All were hei\\thy. Thus in terms of their position within the school 
and their school records, it was not unreasonable that the class 
teacher should view them as unproblematic.
The sort of alternative authority that these children could offer 
givem their fairly safe establishment position posed an interesting 
problem. Four of these children also scored high on the popularity 
factor, so their pro school qualities were recognised by their peers. 
Looking at their placement in the individual sociometric categories 
emphasised the ambivalent position that they held in the eyes of 
their classmates. All seven were chosen in the command category, 
four of them by four or more of their peers. Six of the seven were 
recognised as having high ability but all seven children were noted 
as being able to make an improvement in their work. This stressed 
their roles as underachievers. Similarly all seven were seen to be 
uncooperative .in class (though this was a low consensus response) and 
six of them were seen to be cooperative in class (another low consensus 
response).
These girls were seen to play ambivalent roles in the eyes of 
their peers. Part of this ambivalence could be explained by the
different contexts in which these contradictory roles could be seen 
to operate. It seems likely that their behaviour and motivation differed 
in these different contexts, and because of their dominant leadership 
characteristics within their age group, precipitated their selection, 
by peers to fit contradictory sociometric categories. The fact that 
many of these contradictions were related to low consensus choices 
further supported this explanation. These girls appeared to demonstrate 
one of the very few cases that so far have come out of the Rushel 
school data, where identities formed in one identity context were 
kept separate from identities produced in another context.
The last of the non congruent patterns examined in this chapter 
was that which was produced by the five children who were seen by 
teachers as bad pupils but had low scores on the alternative authority 
factor. Three of these children were also seen by teachers to fit 
into the inadequacy category while none of them were identified by their 
peers as popular.
These five girls did not appear to be grouped in any significant 
way in the class or year groups, but none of them came from the A stream 
and none of them belonged to the Red house. This latter fact supported 
the previously reported finding that the Red house had the largest 
percentage of popular girls in it.
In terms of recorded stigma, none of these children had all types 
of stigma, though all had at least one. None of the five children were 
immigrants. Only one child was free of social stigma, while all five 
had some sort of moral stigma recorded for them. Four were free of 
intellectual stigma, but three of these did not have a verbal 
reasoning score recorded for them. All five children were apparently 
healthy.
These children were not often chosen by their peers as 
representing any of the sociometric categories. None of them were 
chosen by four or more of their peers in any of the six categories.
They were not chosen at all in the three areas of command, 
uncooperativeness or ideal person. This accounted for their low 
scores on both the alternative authority and the popularity factors. 
Three of the girls were selected as cooperative, one was seen to be
able, while four were considered to be low achievers.
Classmates, apparently, did not feel that these five girls were 
particularly notable in any of the categories although there was 
some evidence that they were viewed by some peers as low achievers.
This linked well with their position in the B and C streams. It was 
possible that the teachers were influenced by their pupils low 
stream membership and low achievement record to see these girls as 
hostile to school. It was also worth noting that three of the girls 
were viewed by teachers as inadequate and that there was some support 
from the school record that these girls were both morally and socially 
problematic.
(f) Stream membership and the congruence between teachers perceptions 
of good pupils and pupils perceptions of popular girls or girls 
with alternative authority.
Table five gives the correlations between the good pupil factor 
and the two sociometric factors within each of the three streams.
The initial hypothesis,that there Would be greater congruence between
teachers and peers in their perceptions of children in the A stream 
and the C stream,was substantiated where bad pupils were concerned but 
not for good pupils.
There was a much higher degree of agreement on good pupils
and popular pupils where the B stream was • concemed.For A stream and
C stream pupils there was a much weaker correlation between these two 
variables.
With respect to congruence in teachers definitions of bad pupils 
and childrens definitions of girls with alternative authority, 
agreement was strongest between pupils and teachers for C stream girls 
and least strong where B stream girls were concerned.
3. CONCLUSION
The strong degree of congruence between teacher definitions of 
pupils and pupils* perceptions of each other suggested that the 
identities defined in these two areas were compatible with each other 
Teachers* perceptions of pupil hostility to school correlated closely 
with the perceptions of pupils about each other. Popular girls tended 
to be defined by teachers as good pupils while girls high on alternative
authority were seen as had pupils. Teachers were apparently aware of 
the pupils* subcultural polarization and on the whole their perceptions 
of children in the pole positions were similar to those of their pupils.
The proposition that there would be least agreement between 
teachers and pupils in their perceptions of B stream pupils was 
only partially substantiated. Although there was most disagreement 
about B streamers where hostile pupils were conoemed, there was 
greatest agreement on the identification of good pupils in the 
B stream
Teachers also saw their pupils on a second dimension - that of 
inadequacy. This was apparently not seen in relation to what pupils 
defined, as alternative authority but it did correlate negatively with 
pupil defined popularity. Pupils defined as inadequate by teachers, tended 
to be children who were largely ignored by their peers and who 
apparently were not identified in polarized subcultural terms. These 
children were most probably isolates in their classes, receiving few 
nominations from their peers in any of the six categories, and also 
having strong records of stigma particularly in the social, 
intellectual and health areas.
APPENDIX TO CHAPTER 16. LIST OP TABLES
Table 1. Correlations between the two sociometric factors and 
the two teacher defined factors# (Kendall)
Teacher defined factors
Sociometric factors
Popularity Alternative
Authority
Good pupil factor -.34 .32
Inadequate pupil factor .02 -.06
Table 2. The relationship between the good pupil factor and the 
popularity factor.
Good pupil factor
Popularity factor
Low Medium High Total
Good pupil 8 3% 20 8% 35 15% 63 26%
Neutral 29 12% 67 28% 19 8% 115 48%
Bad pupil 29 12% 27 11% 8 3% 64 26%
Total 66 27% 114 47% 62 26% 242 100%
Table 3. The relationship between the good pupil factor and the 
alternative authority factor
Good pupil factor
Alternative authority factor
Low Average High Total
Good pupil 20 8% 36 15% 7 3% 63 26%
Neutral 34 14% 62 26% 19 8% 115 48%
Bad pupil 5 2% 23 10% 36 15% 64 26%
Total 59 24% 121 5096 62-26% 242 100%
Table 4. Chi square significance levels for the relationship of the 
individual sociometric categories and the two teacher factors.
Sociometric categories
Teacher defined factors
Inadequate pupil Good pupil
Non cooperation NS .0000
Cooperation •0005 .0000
Low achievement • NS .0006
HiGh ability • NS .0000
Command .02 ■NS
Ideal person NS .02
Table 5* Correlation coefficients shoying the strength of the 
relationship between the good pupil factor and the popularity factor, 
and the good pupil factor and the alternative authority factor 
within each stream.
A stream B stream C stream
Popularity factor / Good pupil factor -.25 -.44 -.25
Alternative authority/ Good pupil ' .34 .19 .4
PART SIX
PUPILS* SCHOOL ORIENTATIONS
PART SIX
PUPILS* SCHOOL ORIENTATIONS
Part six of this study is concerned withcthe analysis of data 
on school orientation collected from the sentence completion 
questionnaire. The main proposition examined is that pupils* 
locations in school, their school records, the teachers* expectations 
and the expectations of classmates, all affect the pupils* 
orientations to school.
Although it was expected that school matters would he the central 
concern of children at school, and affect their attitudes to 
school in general, this did not in fact appear to be the case. The 
findings suggested that the pupil centred culture of the classroom 
was the central concern of all children at school irrespective of their 
positions in relation to this culture. Other school experiences 
impinged only on the periphery of their pupil interests.
Chapter 17
1. INTRODUCTION
The research reported in this chapter examined the 
hypothesis that school matters were the central concern of children at 
school and shaped their feelings about school in general.
The findings did not support this hypothesis but led to the formulation 
of an alternative hypothesis. This was that the pupil centred 
culture of the classroom was the central concern of children 
at school and shaped their orientations to other school matters.
In order to test this hypothesis four areas of orientation 
were outlined. The first of these related to general school 
adjustment and its corollary attitudes to learning conditions 
and group work. The second was concerned with peer group relationships 
in terras of the best and the worst things about the class, the 
difficulties involved in making friends and the pre-requisites 
of success in a group. -.The third area of orientation related to 
teachers - both in terms of what pupils thought was wrong with 
teachers and what pupils perceived teachers* expectations of 
them to be. The final area related to trouble, both its causes and 
its context; to the ways that girls thought were appropriate for 
avoiding fights; to the causes of anger; and to the problem of 
school failure.
2. THE RESEARCH
(a) The research Instrument
The research instrument used in the collection of the data 
was a sentence completion test comprising thirty three sentence 
stems to do with various aspects of the pupils* school life 
and general orientations to school and school matters. Twenty one of these
stems were used in the research reported in this paper. Although the 
instrument itself was tightly structured, no,parameters were imposed on 
the pupils1 responses until the coding stage.
Five of the stems related to schoolwork, -studying, homework, 
bookleaming and school, and were used to construct a school adjustment 
index.
The remaining 16 stems were to do with other dimensions of the
/ .
childs school experience. Because learning and academic matters were 
considered to be of primary importance, the conditions in which leamirg 
took place were examined closely. Pupils were asked about when they 
learned best and when they were unable toleam . They were also asked 
to discuss the various merits of working alone or working with a group. '
Relational matters were also considered to be important determinants 
of school orientation. Peer group subculture has often been shown to be 
a strong feature of classroom life. The essence of these relationships 
at Rushel was visible from pupils1 discussions of the best things or 
the worse things about their particular classes. The basis Of group 
dynamics was also examined in an analysis of pupils views on how to 
get along well in a group, and what factors made making friends difficult
Teachers have always been seen as central movers in the business 
of pupils1 school careers. In this paper the teacher is seen in terms 
of her pupils1 criticism. Pupils were asked to identify those aspects 
of the teachers position that they disliked. Pupils were also asked 
what they thought the teacher thought of them, thus some attempt was 
made to tap the child's view of his teachers expectations.
The final part of the research was concerned with the child's 
perceptions of trouble and failure in school. Girls were asked about 
when they got into trouble and what made them angry. They also had to 
suggest ways of keeping out of fights. Finally they were asked to say 
what they thought would happen if they failed at school.
(b) School Adjustment Index.
The school adjustment index was constructed from the responses made 
to five sentence stems. These responses were coded on a five point scale
The scores assigned represented weights indicating responses in terms 
of their rated positiveness or adequacy of adjustment. Each variable 
was thus rated on a continuum between what was considered a healthy 
attitude and what was considered an unhealthy attitude. Healthy 
attitudes were taken to be positive, realistic attitudes about school 
and school activities. In general, the better the adjustment a response 
indicated, the lower the score assigned to it. For each item the neutral 
response was the mid point of. the scale.
(c) The five items on the school adjustment index 
Q2 "My schoolwork . . .  1
This stem produced two main types of. response. Those in which 
schoolwork was seen as being something external and objective about which 
likes and dislikes could be recorded,and those in which schoolwork was 
seen in self evaluative terms. The responses stressing the objective 
external nature of schoolwork tended to be teacher orientated. Positive 
responses in this area stressed interest, enjoyment, informativeness 
and homework that was easy, while negative responses stressed dislike 
boredom, difficulty and the fact that homework was tiring. Neutral 
answers tended to be those that specified content or were made up of 
compound self cancelling statements.
When schoolwork was seen in self evaluative terms the emphasis was 
pupil oriented. Positive responses included those of pupils who assessed 
their work as good or tidy and those who indicated that it had improved. 
Often these remarks were qualified. Pupils with negative responses rated 
their work as bad, untidy or argued that it was getting worse. The neutral 
position was quite interesting as it not only included compound responses 
but also statements of fact like 'it is best when . . . 1 or 'it could be 
better if . . .' or 'it is the best that I can do . . .'
Of the 317 responses to this question (34 - missing data),
77 or 24a- werepositive, 192 or Gl% were neutral and 48 or were negative.
Q4 "Studying is . . . "
Positive responses to this stem stressed that studying was interesting, 
enjoyable and easy. It was also seen as important particularly as a means 
to both school and occupational ends. Some of the neutral responses also
indicated an awareness of this importance while others although recognising 
the need to study were markedly negative. Negative responses stressed 
dislike, boredom and difficulty. Neutral responses tended to be 
definitional or compound responses, the latter having parts which 
balanced or cancelled out each other.
Of the 317 responses to this stem (34 = missing data), 135 or 43% were 
positive, 73 or 2y% were neutral and 109 or 31‘X> were negative.
Q9 "Homework is . . . " Q, 13 "Learning out of books is . . ."
These tfc/o questions were coded together as the responses to the stems 
were vary similar. Positive scores 1 and 2 were given to pupils who liked 
homework or bookleaming. Most of these responses did not specify reasons 
for this liking although a few pupils mentioned easiness. Pupils who 
disliked either hoinework or bookleaming were more informative. than those 
who liked them. Many girls saw homework as impinging on their freedom 
outside school in an unwarranted way. Both were seen to be boring and 
difficult to do. Neutral responses were varied with some being 
definitional and others cancelling out positive or negative remarks.
The main difference between these two sets of responses was in 
the amount of missing data. 83 responses were missing for the bookleaming 
question and only 35 for the homework question. This was because many 
children did not consider that they did any bookleaming. Their lessons 
in school were teacher tather than book centred and their homework was 
done out of their head.
For homework, 203 (64X) made positive replies with 41 (13/6) neutral 
and 72 (23X) negative. For bookleaming there were 118 (/I4%) positive 
responses, 30 (H/°) neutral answers and 120 (45/6) negative replies.
Q33 "This school , . • ."
The last question making up the school adjustment index was more 
general than the.previous four and dealt with attitudes to school.
Positive evaluations of school stressed such things as school size, 
atmosphere and type of pupils. Manyof the responses were positive but 
also pointed out limitations such as the poor buildings .and facilities, 
uninteresting lessons and unfriendly teachers or rigid rules. Neutral 
statements included both factual statements and compound self cancelling
statements. Negative responses again complained about buildings, 
teachers, lessons and rules but also about other pupils. .
Of the 247 responses (94 = missing data), 110 (43%) were positive,
24 (9/6) were neutral and 123 (48%) were negative.
.fa) The overall pattern of school adjustment.
Where possible the five items outlined above were coded into a five 
point scale. The adjustment index was the result of adding together the 
five sets of responses and dividing the results by five. As is always 
the case with such a method, there was a degree of convergence to the norm. 
However, the resulting index produced an acceptable pattern of distribution 
with 30/6 in the above average category, 40% in the neutral position and 
29% falling below average. (Table 1 shows the school adjustment index 
while Table 2 gives the correlation coefficients for the 5 variables 
that were used in its construction.
3. THE FINDINGS -
(a) Learning conditions.
Well adjusted and badly adjusted children did not differ greatly; in 
their views of the conditions best suited to learning. The majority of 
children in the five adjustment groups thought that quiet was the most 
essential condition for good learning, although there was a slight 
tendency for this to be more pronouned for the better adjusted children. 
Good teaching and good lessons were-also noted as essential for good 
learning, whila a minority of girls thought that mood was important.
The five groups differed more pronouncedly in their specification 
of conditions that hindered learning than in their choice of conditions 
conducive to learning. Considerably more of the poorly adjusted children 
argued that they could not learn because of some fault with the school 
itself. The better adjusted children stressed that noise was most 
detrimental to learning. Mood was considered to be slightly more 
important for children with average to weak adjustment than for the. 
well adjusted group. (Tables 3 and 4)
.(» Working alone or in a group.
The more badly the child adjusted to school, the more she expressed 
dislike at working alone. 82% of the girls in the best adjusted group
valued working’alone, but'.only 21% of the girls in the worst adjusted 
group. Where working alone was considered to be an advantage, children 
argued that more could be learned and it was easier to concentrate and 
understand. Some limitations were expressed such as the dangers of bore­
dom and loneliness,while a few children pointed out that working with other 
could actually aid understanding. (Table6)
Working in a group was not necessarily seen as the opposite of 
working alone, although there was a fairly high negative correlation 
with the two sets of responses. (Kendall -.2). (Table 5) Children with 
different degrees of school adjustment did not differ significantly in 
their responses to this sentence stem. 31% of all pupils were in favour 
of working with others and a further.22% specified reasons for this.
These were generally that not only was better learning possible, but that 
it involved more fun. 17% noted the limitations of working with others 
even though they were in favour of it. Chief amongst these were the 
dangers of copying, too much noise and a lack of seriousness about work. 
15% of pupils were unwilling to generalize and argued that their 
preference would depend on the situation. Only 14% of pupils expressed 
an actual dislike:of working with others and^their main reasons were noise 
or a positive.preference for working alone.
(c) The best and worse things about the class.
Childrens' perceptions of their class were not related to their level 
of school adjustment. In assessing the best things about their classes, 
pupils' responses were to be found in three main areas. Most pupils 
thought that the best thing about their class was the other pupils. 
Classmates' personalities were most frequently noted, though some 
children also mentioned that their peers were well behaved or hard working
A second area in which responses occurred was to do with the school 
itself. Pupils liked their classes because of school factors which 
ranged from physical conditions to good teachers, a nice atmosphere and 
an interesting curriculum. The, final group of responses consisted of 
girls who thought there was nothing good about the class or cited examples 
of breakdown in normal school activities .
The worst things about the class were grouped into two main areas. 
Peers were criticised for their personalities and lack of sociability as
well as in general terms. The most common grouse about the class was,
however, to do with classmates behaviour. 43% of pupils noted that bad
behaviour was the worse thing about the class. Thus 70% of the responses 
*
related to pupils perceptions of their classmates. A further 20% of 
responses related class disillusionment to school matters and 5% of 
pupils complained about atmosphere or physical conditions. Only 1% of 
pupils argued that there was nothing wrong with the class.
The responses to both these sentence stems were very much peer 
oriented suggesting that the peer group was the most important feature 
of classroom life. However where the child disliked working with others 
she was less likely to say that other pupils were the best thing about the 
class. A greater percentage of girls not liking to work together said 
that there was nothing good at all about the class. School factors such 
as physical conditions, the curriculum or teachers were very much of 
secondary concern. One explanation of this was that pupils tended to as­
sociate the word 'class' with the peer group rather than see it in terms 
of an organizational contingency of school life. ■(Table?)
(d) Success in groups and making friends
The conditions conducive to success in a group were not viewed 
very differently by children with different degrees of school adjustment. 
As far as making friends was concerned, good personality was seen to be 
the most important characteristic. The personality characteristics 
that were admired included friendliness,consideration, cheerfulness 
cooperativeness and sociability. About 50 children, rather cynically 
argued that getting on well'1 in agroup was dependent on ones ability to 
conform. Interestingly enough, none of the girls with the best school 
adjustment gave this response though it was popular amongst children with 
the worst adjustment. Shared interest and effort were factors chosen 
more often by well adjusted children than by others. It appeared that 
the children with superior school adjustment most often attributed 
social or group success to positive effort, while other children tended 
to link it to the personal characteristics of the individuals concerned.
Children with different degrees of school adjustment differed more 
significantly in their perceptions of the difficulties involved in 
making friends than in their views on group success. 55% (over half)
of all children saw personal fault as the main problem. The children 
with poorest school adjustment were least represented amongst children 
choosing this response. Where personal fault was considered the greatest 
barrier to friendship, shyness or unsociability were most often 
mentioned. Other deleterious personal qualities such as bad temper 
snobbishness and bossiness were also specified. Lack of opportunity 
was seen as a problem mainly by he best adjusted children, while 
incompatibility as a hindrance to friendship was mentioned mainly by 
those girls with the poorest school adjustment,
A particular pattern emerged when childrens1 views on making 
friends and childrens' views on group success were compared. Children 
who thought that personality was the most important factor in group 
success were more likely to see friendship problems in terras of 
individual, fault. Children who argued that conformity or school effort 
were essential for group success tended to see incompatibility as the 
greatest difficulty in making friends. Where shared interest was 
seen as important to group success, lack of opportunity was seen to 
hinder friendship. (Tables 8 and 9)
(e) Childrens' views of teachers' limitations and expectations.
For secondary school teachers, social distance is often seen as 
the last safeguard to a total disintegration of social order. At 
Rushel, childrens' perceptions of this social distance coloured their 
most common desire for teacher change. This awaremess of social 
distance was expressed in a variety of ways: "If only teachers were
more human . . .  If only.teachers were not such snobs . . .  If only 
teachers were not so stuck up . . .  "
22% of the girls found teachers too overbearing while another 
13% complained of their impatience. Both these responses were most 
popular with better adjusted girls. A further 20% representing the 
poorly adjusted rather than the well adjusted saw social distance in 
terms of a generation gap. They thought that teachers failed to 
communicate with pupils because they were too old or too out of touch
with modem life. Over half the children at Rushel believed that teachers
were unable toempathise with them, and they saw this as the teacher's
fault and expressed the wish that this could change.
Only 3% of children expressed completely negative feelings for • 
teachers, none of whom were in the groups with the above average school 
adjustment. Few children thought that teachers were unfair. A 
large group of children (17%) commented on the teachers inadequacy 
infering that teachers were not as good at the business of teaching 
as they should be. Another 23 children commented on the teacher's 
strictness while 22 children complained of shouting (TablelO).
There was some link between childrens' views of working alone and 
their criticism of teachers. Children liking to work alone were over- 
represented ajnongst the group who thought teachers too strict, while child-, 
ren who preferred not to work alone tended to view teachers as unfair.
Childrens' perceptions of teachers' expectations of them were 
apparently unrelated to any particular criticism they had of teachers.
There was little difference in the pattern of criticism between those 
children who saw teachers as hostile and those children who saw them 
as encouraging. Most children l;hought that teachers viewed them in'a 
positive or neutral light. One third of children felt that they were 
assessed negatively by teachers.
Children who thought that teachers perceived them in a good light 
tended to see this in halo terms. Others saw teachers praising them 
for their work or for their behaviour. Children who perceived tee.chers 
hostility, tended to associate this with condemnation of their 
behaviour rather than their work or as a halo disapproval. (Tablell)
Overall, most children saw the teachers' concern for them as either 
in the behaviour area or as a halo concern. Fewer children noted the 
teachers' interest in the work area while only 12% of all children 
noted other things.
Cchool adjustment was significantly related to both the child's 
perception of the teachers' expectations as negative or positive and 
the area in which she identified teacher concern. Poorly adjusted 
children were most likely to view teacher expectations as negative 
and most likely to see these expectations in behavioural terms ,
Well adjusted children were most likely to see the teachers' 
expectations as positive and to see these in general halo■terms.
Children who perceived 'the teacher’s expectations as neutral, were 
least likely to be in the "two extreme adjustment categories (good or 
bad) and also tended to see the teachers concern as being in the 
work area. (Table 12 and 13)
Childrens’ perceptions of the teachers’ expectations were sig­
nificantly related to many other areas of school life. Children 
who saw themselves as evaluated negatively by teachers were least 
likely to value working alone. Children who saw teachers as 
evaluating them negatively tended to cite school factors as the worst 
things about their class and when noting the best things about their 
class tended also to argue that there was nothing good.
(f) Trouble, anger and keeping out of fights
ochool adjustment was not significantly related to either the 
context in which trouble occurred or to what was seen to be the 
cause of trouble. 45% of children did not specify any context for 
trouble, but only l7/o failed to mention a cause.
Of the children noting the context of their trouble the majority 
specified school (2^> of all children) while l/\% said home. The 15/c 
of children who admitted that they got into trouble when they were with 
friends or bad friends made up the majority of children not giving a 
particular cause of trouble. These children were also more unlikely 
to value quiet when learning and least likely to specify mood or 
school factors as important. They w e r e  also likely to blame school 
factors for lack of learning.
A larger percentage of the children who saw; teachers expectations 
as negative failed to specify a context for trouble than of other children
but did not differ from other children in what they saw as the main
cause of trouble. The two most common causes of trouble were seen 
by pupils to be disobedience or some sort of forbidden verbal behaviour. 
Verbally bad behaviour was variously defined as being- rude and answering 
back, swearing, talking in class or shouting. Fighting, lateness and 
laziness were also cited as causes of trouble, while some children 
blamed their own tempers and a small group laid blame on others, it 
was interesting, to note that children who saw disobedience and their
own tempers as the main causes of trouble were over-represent, tive of
the group arguing that they were prevented from learning by their own 
moods... Pupils choosing peers as the best things about their own class 
were least likely to see fighting or temper as causes of trouble and most 
likely to choose laziness. Where school factors were chosen as the' 
best things about the class, fighting ranked very high as a cause of 
trouble. Children seeing nothing good about the class tended to blame 
their own temperament for trouble. (Table 14) ■
Children with different degrees of school adjustment did not 
suffer significantly in their.'perception of the causes of anger. Anger 
was mainly directed by pupils at other 'children who made trouble, 
pestered them or were unfair or bossy. ' These characteristics 
constituted a behavioural affront tomost pupils. The second most 
common cause of anger was verbal affront. Children disliked sar­
castic people, people laying blame on them, shouting, teasing and tale 
telling. A small number of children got angry when others avoided them 
and 15 children got angry:when things went wrong. Only 18% of children 
blamed themselves for their anger. These children got angiy because of 
their own silly behaviour or because of frustration, boredom , unhappiness 
or an inability to worKor understand. (Table 15)
There was some relationship between the context inwhich children 
saw themselves getting into trouble and what they perceived as factors 
leading to anger. Children who saw their problems occutn'rvj i'n 
home tended to be over-represented amongst those who saw their anger 
resulting from things going wrong or being avoided by other people.
Where school was seeA as the common context of trouble, anger was seen 
to be provoked by verbal affronts. T^iis tied in with other evidence 
that demonstrated the school, child’s abhorrence of shouting, particularly 
by the teachers. '.Where friends were cited in relation to trouble, 
anger tended to be seen as caused by either aggression on the part of 
those friends or by the girls own bad temper. (tablel6)
Self control and minding their.own business were, seen by most 
children as the most important factors inkeeping out of fights. Well 
adjusted children stressed the importance of the company they kept, 
friendliness and minding their own business. Self control was not seen 
to be very important.’ Poorly adjusted children were most concerned with
not annoying people and least concerned with the more positive attribute 
of friendliness. (Table 17.)
Friendliness, as a characteristic preventing fighting, tended to 
be chosen by girls who thought that their classmates were the best 
things about their class. Minding your own business was more popular 
with-those seeing school factors as the best thing about their class. 
Conditions preventing learning were also apparently linked to trouble 
prevention. 'Minding your own business' was a response chosen more 
often by those who blamed school factors for their lack of learning 
than others, while 'controlling yourself' was chosen significantly 
less often by children who blamed their lack of learning ability on 
their moods.
(g) School failure.
Children with different degrees of school adjustment did 
not view school failure very differently. Most children admitted that 
failure would lead to unhappiness* (43%) This was expressed in terms 
of feelings of misery, inferiority, anger and disappointment. Many 
children sa id that if they failed they would try again eit school. 
Surprisingly, this response was not different for children with 
different school adjustments. A further 13% of children felt that 
failure would mean leaving school and getting a job. These children 
tended to be those with less than average school adjustment. Only 
30 children (10%) argued that they did not care what happened, and 
these were spread evenly across the five adjustment groups. (Table. 18)
Fears of school failure were related to quite a number of the 
other school variables. Children who did not care about failing 
at school were more likely to argue that there was nothing good about 
their class>than other children. Childrens' perceptions of school 
failure were also apparently linked to their criticism.of teachers. 
Children not caring about failure had generally negative orientations 
to teachers, particularly disliking their impatience. Children 
who expressed unhappiness at failing stressed that teachers were unfair 
and shouted too often. Children with more positive attitudes to 
school failure, such as those who argued that they would 'try again1
were least likely to criticise the teacher for shouting, unfairness or 
being too strict, although they were obviously aware of the social 
distance problem.
4. CONCLUSION ■
The child's orientation to school is the outcome of many 
factors that span her whole life experience and not .just those 
things that go on in school. The context of the disadvantaging 
environment provides some clue to the substance of these extemal 
imperativeo, just as the child's psyche provides another*. Yet in this 
paper causal analysis had been excluded and both individual psyche 
and the wider context discounted in order to concentrate on a detailed 
description of the orientations themselves. These orientations have 
been examined by looking at pupils' responses to ideas that have 
traditionally been seen to be tin.- central concerns of school life.
Orientation, metaphorically, implies a mental attitude towards 
something. As a scientific concept borrowed from geography, it is a 
position identified spatially in relation to points on a compass.
Using both these senses the concept is appropriate for analysing 
the child within the school context. The child's mental attitude, 
together with the locational elements that form school.culture, trap 
her in Cl matrix of school meanings.
School culture is itself a diverse concept. It includes those 
formal aspects of instruction and learning that form common sense notions 
of the instrumental order of school life, together with the conditions 
under which this learning is encouraged or penalized. It also includes 
the important relational elements of school life apparent in the 
dichotomized roles of teacher and pupil, the one symbolizing authority 
the other the more egalitarian interaction of equals. The expressive 
order of the school with its obvious implications within the relational 
framework audits underpinning of what children said about trouble, 
anger and failure is a further unit in the analysis.
Pupils' responses to the concepts of schoolwork, studying, 
homework, learning out of books and school enabled the construction 
of a school adjustment index. School adjustment was assessed from this 
index along a continuum ranging from extremely positive, pro school 
attitudes to extremely negative, anti-school attitudes. The school
adjustment index provided the independent variable against which other 
school orientation variables were measured. (Table 20 gives a matrix 
of all the chi square significance levels related to these variables)
School adjustment was related to childrens1 perceptions of the 
causes of their problems at school. Poorly adjusted children, who had 
negative attitudes to school and learning, tended to lay blame for their 
inability to learn on school rather than on themselves or on other 
children. Similarly, they tended to see friendship difficulties in 
terms of incompatibility rather than personal fault, an attitude that 
identified blame with other people. In their relationships with 
teachers poorly adjusted children differed from their classmates by 
more often seeing teachers as hostile to them and by seeing the cause 
of this hostility in behavioural rather than work terms. They wore the 
oply children who had completely negative attitudes to teachers and where 
these attitudes were modified by some sort of explanation, they stressed 
that teachers were too old fashioned. The teachers low expectations of 
their behaviour was blamed on the fact that teachers were out of touch 
with the modern world. Overall, then, badly adjusted children 
externalized their dissatisfaction with school life by blaming a 
constraining world made up of school and teachers for their situation 
within it.
The network of peer relationships was one of the most prominent 
features in the culture of the school. /Apparently, school for children 
at Bushel was primarily a context for peer group interaction. Learning 
teachers and the paraphernalia most often associated with school merely 
provided the back drop for these relationships. Badly adjusted children 
were more iearful of relational isolation than others. They expressed 
the strongest dislike of working alone. Again both groups shared the 
belief that success and popularity in a group were dependent on personal 
characteristics though badly adjusted children saw friendship failure 
being caused by other peoples"faults more commonly than their own.
In these relationships, poorly adjusted children noticably saw 
themselves as 'pawns to be moved around in a hostile world. Cretting on 
well in a group they saw as the result of conformity (none of the best 
adjusted children gave this response) - keeping out of fights they saw 
as dependent on not annoying other people (bettor adjusted children 
stressed positive qualities like friendship as being important).
Although both groups recognised the centrality of peer"relationships 
in school life, there were important differences between the two 
groups in their perceptions of the basis of these relationships.
Social distance was a commonly perceived fault of teacher-pupil 
interaction. Social distance meanskeeping children at arms length and 
restricting interaction to the official business of school by continuously 
reinforcing such roles as expert, disciplinarian and rule maker. Teachers 
legitimize it by reference to.,a norm of impartiality which is the 
professional ethic of the universalistic society. Writers in educational 
theory have associated it with the 'unbendingness of character* that 
teachers are able to maintain in the face of an onslaught of child 
affectivity. Even in situations demanding pastoral care, 'in parentis 
locus' is often viewed by the Secondary School teacher more in terms of 
the 'pater familias' of Ancient Home than as the mother-hen role so 
beloved in our Primary schools. The fact of social distance emphasises 
the educators concern that only learning matters are. of consequence in 
school. At Bushel, in criticising teachers, most pupils lay blame on 
the teacher's distance from, or misunderstanding of peer group culture. 
This was interesting because pupils recognised that teachers misunderstood 
them as a group - they did hot say that they were unsympathetic to 
children on a more personal level. This attitude pervaded the child 
culture at Bushel andwas important to all groups of children. The 
successful teacher was one who was seen to understand the problems of 
young people (not individuals) and who was seen to be able to transcend . 
the generation gap. Social distance was seen by the pupils to epitomize 
the teachers' hostility to the important network of peer group relation­
ships that children saw as 'the .centre of school life.
In conclusion to the chapter, it seems fair to say that the initial 
assumption that school matters were the central concern of children in 
school was not upheld by the research findings. Childrens' attitudes to 
learning conditions emphasised the disjunction between what they saw to 
be school expectations and the values of a childrens' world. Most of the 
factors.that the pupils chose as related to the learning experience such 
as group work or noise had implications in the peer culture. Although 
the pupils recognised that peer group factors were injurious to learning
they still selected these factors as the things that they liked most 
about school. The best things about school were to do with other 
pupils, friendships or group activities - they were not to do with 
either the teachers or the content and form of the curricular 
experience.
APPENDIX TO CHAPTER 17. LIST OF TABLES
Table 1. School adjustment index
School adjustment Absolute frequency Percentage frequency
1. High . 15 4.7%
2. 81 25.5%
3. Average 130 40.9%
4. 73 23.0%
5. Low 19 5.4%
Missing data 33 missing
Total 351 100.0%
Table 2. Correlations between the five items used in the 
adjustment index.
school
Schoolwork Studying Homework Booklearning School
Schoolwork .1 .02 .1 .1
Studying .14 .11 .2
Homework .1 •1
Booklearning 
School
.1
.
Table 3• Crosstabulation of factors enabling learning (stem 6) and 
factors preventing learning (stem 20).
"I cant learn when.. ft • • • .
"I learn best Noise/ Bad Bad mood Other Total
when....11 other teachers/
people lessons
Quiet and alone 116 15 16 5 152
20% 5% : 5% 0(14f-/U
Good teaching/ 57 16 11 6 90
lessons 19% 5°% .495 2/0
Good mood 15 5 7 2 27
' 5%
. . . . .
1% 2Sl : 1%
Other 23
■
5 8 | 3 39
6% . 2% %  j
Total 211 39 42 16 308
Kendalls Tau B = .2
Table 4* Factors preventing1 learning for children with different 
degrees of school adjustment.
School Adjustment " I  cant learn when.....11
Noisy j School bad Mood bad Other Total
1. High 10 77°% | 1 8% 2 1596 13
2* 62 79% I 11 14% 5 &/o 1 1% 79
3* Average 19 62% j 15 12% 25 20% 9 7% 128
4. 52 75% | 7 10% 8 12% 2 3% 69
5« Low 8 42% 6 32% 3 1G?6 2 11% 19
Total 211 39 42 j 16 308
Chi - square =26^5 12 d.f. Significance = .008
Table 5« Crosstabulation of evaluations of-working with others (stem 
25) and evaluations of working alone (stem 30)•
"In class working alone..
I
„ j 11 In class working with others is....1' 
• |
j. Liked jNeutral Disliked Total
Liked { 69 24°/o j 51 18% 32 11% 152
Neutral j 10 6% I 19 7% 1 (T/o 38
Disliked j 69 24% j 26 9% 5 2% 100
Total I 156 s
; i
96 38 290
Chi-square =26.9 4 d.f.
! r 
Sign. = .0000 Kenda11s Tau B II I ro ro
Table 6. Evaluations of working alone for children with different 
degrees of school adjustment.
School adjustment "In class working alone....."
Liked Neutral Disliked
. .
Total
1. High .9 82% 1 9% 1 9% 11 100%
2. 47 60% 11 14% 20 26% 78 100%
3# Average 66 52% 19 15% 43 34% 128 100%
4. 33 49% 7 10°% 27 40% 67 100%
5. Low 4 21% 3 16% 12 63% 19 100%
Chi square = 16.4 8 d.f. Sign
r—...- -----------—' — '
. = .03 Kendalls Tau C = .2
Table 7* Crosstabulation of pupils1 views of the worst (stem 11) and 
the best (stem 27) things about their class.
"Some of the best things 
about this class"
"Some of the worst things about this class"
Peers School factors All good Total
Peers 170 62% 26 9% 8 3% 204
School factors 29 11% 19 7% 48
All bad 16 . 6% 9 3% 25
Total 215 54 8 277 100%
Chi square = 24.34 4 d.f. Sign. = .0001
Table 8. Crosstabulation of pupils1 views of the difficulties in 
making friends (stem 1.9) and the causes of success in a group’ (stem 21)
"To be successful 
in a group you must"
"Making friends is hard if...."
Self
Fault
No
opportunity
Incompatibility Various Total
Good personality 93 32% 23 8% 28 10% 3 1%. 147
Conform 25 9% 10 3% 13 5% 1 49
Share interest 28 10% 16 6% 5 2°% 4 1% 53
Try at school 14 5% 6 2% 10 3% : 36.
Various 1 2 1% 2 1% 1 6
Total 161 57 58 15 291
Chi square = 31*02 12 d.f. Sign.>  .002
Table-. 9• Difficulties in making friends for girls with different 
degrees of school adjustment..
’’Making friends 
is hard if’’
School adjustment.
1 2 3 4 5
Self fault 6 50/o 41 55/0 65 5 2)i 44 6?/o 6 33°/o
No opportunity 5 42°/o 13 18% 27 22?$ 10 1 % 2 11% :
Incompatibility 1 Q% 16 22% 24 19?$ 11 1T/o
V
O
C
.
V
■’3-
CO
i
Various J 4 5/o 9 T/o . 1 2% 2 11%
Total 12 74 125 66 18
Chi square =19 *09 12 d.f. Sign. = .08
mi ’ , ' " ' " . ■ - -  r - -
j Table 10. Criticism of teachers by children with different degrees 
| of school adjustment (stem 15).
| ”If only 
j teachers..”
School adjustment
1 2 3 . 4 5
| General criticism 4 3 3
j Impatience
I ■
4 6 18 11 2
f
j Shouting 1 6 8 3 4
1
Unfairness 1 4 2 1
Overbearing j 4 23 34 20 3
Strictness | 1 8 8 5 1
Generation gap 11 31 15 5
Inadequacy 3 19 ! 20
! .
9 1
Various j 1 i
t
2
Total | 14
j
78 | 125
i
69 . 19
Chi square = 44*7 32 d.f. Significance =  .06
*! Table 11. Pupils* perceptions of teachers* expectations: 
! area of expectations and type of evaluation (stem 32).
Evaluation of 
pupil by teacher
Area of teachers* expectations
General Behaviour Work Other Total
High evaluation 49 57% 33 35% 38 59% 120
Neutral evaluation 21 24% 15 16% 3 5% 33 100°% 72
Low evaluation 16 19% 47 50% 24 375$ 87
Total 86 95 65 35 279
Chi square = 134*2 j 6 d.f. Significance = .0000
Table 12. Perceptions of teachers* expectations (evaluation) of them 
by girls with different degrees of school adjustment.
Evaluation School adjustment
1 2 3 4 5 Total
High 7 58% 33 47% 55 47% 20 32% 5 28% 120
Neutral
'SRCO 28 40% 24 21% 19 30% 72
Low 4 33% 9 13% 37 32% 24 38% 13 72% 87
Total 12 100,:. 70 100% 116 100% 63 100% 18 100% 279
Chi square = 35*7 
i..... ...-------- --—
8 d.f. Significance = .0000
4
Table 13* Perceptions of teachers* expectations (area) of them by 
girls with different degrees of school adjustment.
Area School adjustment
1 j 2 j 3 j 4 5 Total
General 8 675$ I 20 2%  | 56 31% 18 29% 4 22% 86
I I 
Behaviour ; 2 17% 22 31% I 36 31%
• I ' • I 23 37% 12 67% 95- - V  "7-------- •.. .
Work I 1 8 %
I . .  I i
16 23% ! 36 31% 10 16% 2 11% 65
Other | 1 8% 12 17% I 8 7% 12 19/6 18
Total j 12 100% 70 100% j 116 1005b 63 1005^  18 1005b 279
Chi square = 282.1 28 d.f. Significance =0.0000
r  ”  1 ............. .— — , , 1 ------  ----- . . .  - ................ . --------- 1 i ...
j Table 14* Crosstabulation 
with the perceived causes
of the contexts in which trouble occurs 
of trouble (stem 12)
Context of trouble
Cause of trouble None Home
i School With friends Total
Fighting 12 4%
i
S 1 3 1% 16
|Verbal behaviour 27 % 11 4% 32 1<$ 3 1% 73
Lateness 1 ; 10 % 8 3°/o 19
Disobedience 49 W , 10 % 13 4% .3 1% 75
Laziness 12 4% 4 1%: 7 2/0 23
Bad temper 27 %
i
1
3 •1% 31.
Alters fault J 9 3% 2 19$!
t
7 2 1°/u 20
r
No cause 5 2
J
3 1% 43 14/o 51
Total j 137 44
------T
76 51 308
Table 15. Perceived causes of anger (stem 28)
Cause of anger ! Frequency Percentagei i .
Verbal affront 73 24?o-
Behavioural affront 121 40%
Avoidance by others 12 4%
Physical affront 22 1%
Things going wrong 15 %
Own mentality 24 S?S
Own behaviour 29 10%
Various other 5 2%
5° missing data
Total 351
Table 16. Crosstabulation of the context in which trouble is seen to |
occur and the perceived causes of anger (stems 12 and 28). ij
Causes of anger
'
Contexts of trouble
I
None Home School With
■ .
friends Total 1
Verbal affront 31 11% 8 3/0 24 8% 10 3% 73
Behavioural affront 55 19/o 15 5% 32 11% 18 6%
J
120 |
Avoidance
3
1% ; 5 2% 3 1% \ 1.. r -
12 |
Physical affront 6 2/o . 5 1% 3 1% | 8 3% 20 ;
!
Things go wrong 6 2% 6 2% 1 1. • 14 |
| Own mentality 9 3% 2 1% 6 2/o 6 2%. 23 !
j Own behaviour 17 6% . 3 1% 2 1% 5 2% 27
| Various other 3 ISo 1
i.
1 5
(
! Chi square = 41•42 28 d.f. Significance = .04
Table 17. Crosstabulation of school adjustment and ways of keeping out j 
of fights (stem 17)
|
Ways of keeping School adjustment
• I
out of fights i 1 2 3
4
5
Mind own business i* 2 14% 25 33% 25 20% ! 19 26% 6 33%
Keep good company j 5 36% 7 9% 10 8% 8 11% 1 6%
Be friendly j 2 14% 11 14% 17 13% 5 7%
Self control j 3 21% 22 29/o 53 42% 31 43% 5 28%
Dont annoy people I 2 14% 8 10% 14 11% 8 11% 5 28%
Various other j
i 4 5% 8 6% 1 1% 1 6%
Total f
' i
14 100% 77 100% 127 100% 72 100% 18 100?/)
Chi square = 30.6 20 d.f. Significance = .06
f .. —  --
Table 18. Pupils predictions about what would happen if they failed 
at school
Outcome of failure Frequency Percentage
Try again 100 3394
Leave and get a job 39 13?o
Peel unhappy 128 4394
Dont care 30 10?i
Other responses 4, 194
• - . ■ •w,«< -tv.-..)-. <•
Total
50 
~ 3 51 ‘
missing data
ITable H  • Matrix of chi square significance levels for the seventeen 
variables used in the school orientation analysis.
1 J 2!< 8 10 1 1 1 2 13 i 14 15 i 16 17
s NS j .01; NS NS .05, NS • NS NS i NS NS .00 .00; NS NS NS NS
I NS i NS NS ! NS NS i NS ! NS ( NS NS | NS NS NS NS .01! NS
J 3 * NS .02 NS j NS ; NS j NS j NS .02 NS I NS j NS .01! .04 .04
.00 NS | .02 NS \ NS .01
NS | NS i NS ; NS ! NS
NS
NS
NS | .03] NS .02 NS j .00
NS -i .02; NS NS ! NS ! NS
[ .00 NS | NS j NS .00' NS ] .04] NS NS ; NS i  NS
NS NS NS NS NS NS i NS i NS
.OO! NS NS NS NS NS NS , NS ; NS
NS NS NS NS NS NS i NS NS
10 .01 NS NSi NS NS i NS i NS
11 NS I NS NS NS ! NS NS
12 .00 NS NS i NS I NS
13 NS NS j .05 NS
14 NS .04 NS.
15 .OOt NS
16 NS
Key; Stem items are on the instrument reproduced in the appendix to 
chapter two relating to the sentence completion test.
1 = school adjustment index, 2 = stem 6, 3 = stem 20, 4 = stem 27,
5 = stem 11, 6=  stem 30, 7 = stem 25, 8 = stem 19, 9 = stem 21,
10 = stem 23, 11 = stem 15, 12 = stem 32, 13 = stem 32, 14 - stem 28,
15 = stem 12, 16 = stem 12, 17 = stem 17.
Stem 32 = teachers expectations (area) = item 12
(evaluation) = item 13 
Stem 12 = trouble (causes) =15
(context) =16
CHAPTER 18
1. INTRODUCTION
The proposition examined in this chapter was that the pupils1 
location in the formal organizational context of school would affect 
their orientations to school.
Differences in the school orientations of different sohool 
classes were expected to reflect differences in the school orientations 
exhibited by children from different year groups and house groups.
It was thought that year would be a more significant variable in this 
respect than house.
It was predicted that as the child moved through school, and was 
socialized into the realities of a low status secondary modem 
school in a deprived environment, her orientations to school would 
become more negative and her attitudes to teachers more hostile.
On the other hand, because of increased disenchantment with school 
related factors, her position in the peer group and her attitude to 
her classmates would be strengthened.
. Low stream children have traditionally been seen to be more 
hostile to school than their higher stream classmates. B streamers have 
often been identified as holding an ambivalent position both in the 
eyes of their teachers and of their classmates. On the basis of this 
it was predicted that A streamers would have the most positive 
orientations to school and schoolwork and would show the most preference 
for the independent activity of working alone. C streamers would be 
more peer oriented than the other two groups, while B streamers, 
because of their ambivalence, would have most difficulty in relating to 
both peers and teachers.
2. THE FINDINGS
(a) School orientation in relation to school class and house group 
membership.
Girls* school orientations did differ in different classes 
on several of the dimensions analysed. All these differences reflected 
differences between year groups or house groups.
House groups reflected differences between individual classes far 
less frequently than year groups* In fact house group membership involved 
significant relationships with only two of the school orientation 
variables - those concerning the best things about the class and the 
context in which trouble occurred. Both these associations were 
significant at the .04 level only* Blue house pupils were over 
represented amongst the girls arguing that there was nothing good 
about their class and also amongst the girls , who thought that school was 
the context in which they most frequently got into trouble.
(b) School orientation in relation to year group membership
•School adjustment was not significantly different for different 
year groups, but they did see different conditions as favourable to 
learning. Quiet was chosen more often by older children, while second 
and third year girls stressed the importance of school factors such 
as teachers and lessons more than did either first or fourth year 
girls. First year children argued that if learning was to be successful 
they had to be in the right mood. Conditions hindering learning were 
not veiy differently perceived by the four groups, although the first 
year groups concern with mood was reaffirmed. This suggested that 
older girls, with more experience in self discipline were concerned less 
with their own inadequacy and more with the external conditions in which 
learning took place.
Although peers were seen as the most important thing about the 
class by all groups, more fourth year girls made this response than 
others. First year girls chose school matters as important more often 
than the other groups, while the traditionally problematic third year 
were most likely to argue that there was nothing good about the class.
Younger children disliked working alone more than older children. 
They were also over represented amongst children who saw their own 
personality or effort as the. greatest hindrance to spccess in a 
group. The importance of both shared interest and conformity was seen 
to increase as the child moved through school. First year children 
over emphasised the importance of incompatability when considering the 
problems of making friends, but they did not blame themselves for 
the difficulties involved in this as much as the naughty third year 
group did. It appeared that while the younger child laid, emphasis
on individualism, the older child was more attuned to the requirements 
of the social group.
Children higher up the school were more likely to recognise a 
generation gap between themselves and their teachers or to comment 
on the teachers* inadequacy than the younger children. Younger 
children tended, to see the teachers as overbearing and impatient. It 
seemed likely that' as the children got older the teacher took on 
more human failings in their eyes and appeared to be less of the 
avenging angel that the younger children had identified.
Fourth year children saw the teachers1 expectations most 
positively. Third year children saw the teacher as most hostile.
There were no significant differences between the year groups in the area 
in which the teachers* expectations were seen to operate.
First year children got angry when they were subjected to 
aggression or to other childrens' bad behaviour. Fourth year children 
were more likely to see anger as a loss of self control on their 
own part* This emphasised the extent to which the younger child 
directed her attention outside of herself while the older girl was 
more likely to introspect. This pattern was replicated to some extent 
in the childrens*perceptions of the causes of trouble. First year 
girls tended to blame other people most often while older children 
tended to specify behavioural characteristics as the cause of trouble. 
Similarly, while younger children named friends in relation to 
trouble, older children tended to name the contexts in which the 
the various forbidden activities occurred. The emphasis that older 
children placed on their own responsibility for actions in what 
was considered to be a hostile end inadequate world was illustrated by 
their view that to keep out of a fight it was important not to 
annoy others.
(c) School orientation in relation to stream membership
A stream girls tended to exhibit average school adjustment with 
few of them being in either the extremely pro school or the extremely 
anti school group. B stream children had the most negative adjustment 
to school while C stream children showed the most positive adjustment
to school. All three streams were similar in. their perceptions of the 
factors conducive to learning but there were differences between them 
over the factors that deterred learning. B streamers more than other 
children complained about the noise, while A streamers numbered largest 
amongst those who complained about their moodi There was no difference 
between the three groups in their choice of school factors as 
important,and C streamers tended to maintain a rnid field position in 
each response category. There was no difference between the streams 
in their evaluation of working alone. A streamers did, however, 
show a stronger preference for group work than did the other children.
The best and the worst things about the class were seen in 
significantly different terms by the three groups. A streamers were 
predominantly tied up in the peer group world in their choice of peers 
as both the best and the worst things about the class. C streamers chose 
school matters most often as the best thing about the class, but 
also had the largest proportion of its members amongst children who 
thought that there was nothing good about the class. B streamers were 
considerably more negative in their attitudes to school matters than 
the other two groups, choosing these as the worst things about the 
class most often, but their choice of the best things about the 
class was not remarkable.
The three streams differed in their perceptions of teachers* 
faults. A streamers blamed teachers for both misunderstanding them 
(the generation gap) and being inadequate, more often than the other 
streams. C streamers tended to see teachers as unfair, shouting and 
dominating more than other groups did. B streamers did not appear to hold 
an extreme position on any of these dimensions. There was little 
difference between the streams in their perceptions of teachers* 
expectations either with respect to the area in which these expectations 
operated or to the type of evaluation they thought occurred.
Factors seen to cause anger or to prevent fights were seen in 
a similar fashion by all streams. Factors seen to cause trouble 
differed more greatly. C streamers chose fightingmore often than 
the others. B streamers were more concerned with verbal affronts, 
bad behaviour and laziness. A streamers laid the greatest stress on 
lateness, their own temperament and also blamed others most frequently.
Of those children seeing trouble as occurring in specific contexts,
A streamers chose home more frequently, B streamers argued that 
trouble occurred when they were with friends, and both C streamers
and B streamers saw school as its most common context.
School failure was seen in most positive terms by A stream girls who
argued that if they failed at school they would either try again or
find a job. C streamers more commonly thought that they would feel 
unhappy, while B streamers were over represented in the group of girls 
with the very negative attitude of not caring.
3. DISCUSSION
Childrens* school orientations were clearly related to their 
locations in the social system of the school.
Girls in the higher year groups were more attuned to the 
requirements of this social system than younger girls. Older girls saw 
constraints as external but negotiable. They appeared to understand 
and accept their own capabilities and limitations but to concern themselves 
with the way that external factors inhibited or encouraged these.
They saw themselves as being able to control themselves and because of 
their understanding of the system, to some extent control that.
Younger children tended to individualise things more. They were 
apparently less self disciplined and more egocentric. They were 
less aware of the degree to which £hey could manipulate the system.
External matters were seen as constraining and uncontrollable. They 
blamed other people or their innate qualities for problems rather than 
saw these in social terms. On the one hand they lacked the ability to 
introspect as much as the older children did, but they also lacked 
the older child*s strong orientation to other people*
Older children were far more socially motivated than younger 
children. They were more concerned with peers in all areas of 
interest. They defined inter personal problems in terms of the 
mechanics of social intercourse rather than in terms of personal 
limitation. This came out strongly in their awareness of both the 
generation ga,p between themselves and teachers and their emphasis 
on shared interest in friendships or conformity as a means of group 
success. Younger children were less dependent on their peers and more
wrapped up in school matters. They were more concerned with the 
curriculum, with teachers and with the quality of lessons than the 
older child was. They were more afraid of uncontrollable aspects of 
classroom life such as overbearing teachers and incompatible or 
aggressive peers*
Older children were certainly not more hostile to school than the 
younger ones with the exception of the third year group who did 
exhibit some of the characteristics that have made, them traditionally 
problematic. Third year children tended to see nothing good about 
the class more often than others and they perceived teachers1 
expectations as negative more often than others did. To some extent 
the initial hypothesis was substantiated. Each-year group showed a 
greater social awareness than the one below it and exhibited more 
concern for peers. But children did not appear to become more hostile 
to school as they got older. Fourth year girls and second year girls 
showed least hostility to school , while first and third year children 
showed most. The extent to which sociability and attitudes to school 
work were a function of age rather than year group membership was 
impossible to determine. In fact, the effect of biologically 
determined behaviour as distinct from its continuous reinforcement 
by the organizational and relational structures of school life would be 
impossible to separate. All that could be concluded with certainty 
is that pupils* school orientations were closely tied to their 
membership of age determined year groups.
If it is accepted that the culture; of the pupil is the most 
important aspect of school life as was suggested in the last chapter, 
then children in the higher streams showed the most healthy orientation, 
to school. A streamers exhibited only average adjustment to schoolwork 
but they were the group most attuned to the importance of social 
relationships. They chose peers most frequently in relation to 
classroom life (good or bad) and recognised the generation gap 
as being the main cause of poor pupil/teacher communication. They 
tended to see themselves in control and saw problems as surmountable.
B streamers appeared to have the most ambivalent relationship to 
school. This finding substantiated many of the generalizations made 
in earlier chapters. B. streamers saw school very much in terms of 
schoolwork rather than peer relationships, and their perception of
school tended to be.negative. They had the worst school adjustment 
and most often chose lessons and the curriculum as the worst thing about 
their class.Trouble they saw as occurring when they were with other 
pupils. Surprisingly, they did not express negative attitudes to 
teachers, neither did they see the teachers' expectations more 
negatively than others did. Their negative attitudes to school were 
reinforced by their lack of care about failing at school. C streamers 
showed the most positive adjustment to schoolwork by stressing the 
importance of things like homework and studying. They also frequently 
chose school matters as the most important thing about school. This 
latter response was interesting because they were also over represented 
amongst children who said there was nothing good about their class. 
Clearly these children were far less perceptive than A streamers of 
the social requirements of school life. They did not choose peers 
as frequently as the other groups and they often cited aggression in 
relation to anger. Their views of teachers also stressed social 
distance in their perceptions of them as overbearing, dominating and 
unfair. Some aspects of the initial hypothesis were substantiated*
A streamers appeared to be more happily oriented to school than other 
streams although this did not imply anything but an average enthusiasm 
for schoolv/ork. B streamers certainly exhibited ambivalence in 
their orientation to school. They were the most hostile group to 
schoolwork but they appeared to accept teachers and to be unconcerned 
with the peer group subculture,. C streamers were not over interested 
in their peers either and they were not hostile to schoolwork. Their 
hostility to school stemmed more from the fact that they appeared 
i?o be Unable to control things and unable to participate in inter­
personal relationships adequately.
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Table 1. The school orientation variables in relation to the formal 
organizational divisions of school class, house, year and stream.
School orientation variables Chi-square significance levels
Class Year House j Stream
School adjustment index NS NS NS
oo.
Learning conditions .01 .01 NS NS
Anti learning conditions NS NS NS .04
The best things about 
the class .01 .05 .04 . o o
The worst things about 
the class NS NS NS .02
Working with others .001 .02 NS
oo.
Difficulties in making 
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oo.
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Teacher failings .0005 .00 NS
oo.
The causes of trouble .0009 .00 : ns .00
The context of trouble .01 .05 .04
oo.
The causes of anger NS .01 NS NS
Getting into fights (causes) .01 .01 NS NS
Failure at school NS NS NS .01
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1. INTRODUCTION .
In this chapter the proposition examined was that girls whose 
career record was discredited by certain types of disadvantage would 
be more negatively oriented to school than children not discredited in 
these ways. It was thought that the relationship between negative 
orientation to school and discreditability would be stronger where some 
kinds of stigma existed than where other types of stigma were concerned. 
The areas of discreditability examined in consideration of this 
hypothesis related to the child*s ethnic, social, moral, intellectual 
and physical identity as it was represented in the'school record.
It was thought that some types Of stigma would be more clearly 
related to hostility to school than others. It has already been suggested 
for example that intellectual disadvantage would be linked with certain 
anti school attitudes such as disinterest in the curriculum or 
antipathy to teachers. Similarly moral stigma, with its emotional and 
behavioural overtones of antagonism to authority and resistance to 
school would find similar association with lack of positive school 
orientation.
Other disadvantaging factors were not so obviously related to 
negative school orientations. Black children, particularly first 
generation immigrants, have been persistently shown in this study as 
well as in other studies to be well motivated to school. However they 
have also been shown to be disruptive behaviourally, antagonistic to 
authority and strong members of the alternative authority subculture. 
Given these factors, it seemed plausible to expect that black children 
would favour school and learning activities generally, but would perhaps 
be hostile to the teachers.
Socially deprived children and children with poor health have so far 
in this study been the faceless children of the classroom. However, 
these children, although mot noisily hostile to school, have 
demonstrated their disregard of school matters by frequent absence 
and higher truancy. It was expected that these children would show 
themselves to be hostile to school, teachers and their own peers.
2. THE FINDINGS
(a) School orientation in relation to ethnic stigma
School adjustment differed significantly in the three immigrant 
groups. First generation immigrants had fifty percent of their number 
in the average adjustment category and the highest proportion of any group 
with above average adjustment* Second generation immigrants had the 
second largest proportion of the group in both the average and above 
average adjustment groups. Non immigrants were apparently the worst 
adjusted children. 37% of them scored below average on the adjustment 
scale compared to 28% of second generation immigrants and only 8% of 
first generation immigrants.
The conditions in which learning took place were not seen 
differently by the three groups, neither were the conditions that 
hindered learning. Working alone was not valued differently by the 
three groups but working with others was. First generation immigrants were 
considerably more critical of working in a group than either non 
immigrants or second generation immigrants. The latter two groups were very 
similar in their views on working in groups though slightly more of the 
second^eneration group evaluated it negatively.
Perceptions of their school class were not different for the 
three groups. Both the worst and the best things about the class were 
seen predominantly in peer terms. Second generation immigrants were 
most likely to say there was nothing good about the class and first 
generation immigrants were more likely to say this than non immigrants. 
Success in a group and conditions that made making friends difficult 
were viewed in similar fashion by all three groups.
Criticisms of the teachers were not very different in the three 
groups although non immigrants did seem more aware of the generation 
gap than other children and first generation immigrants found the 
teacher rather more overbearing than others. There was little 
difference in childrens* perceptions of teachers* expectations in 
the three groups although first generation immigrants did see 
teachers*concern as slightly more in the work area and second 
generation immigrants did see these expectations in slightly more 
negative terms.
None of the other factors were significantly different for the 
three immigrant groups. This was surprising given the second generation 
immigrants* bad reputation in the school for fighting and physical 
trouble, and given the immigrants low profile with respect to other 
forms of moral misdemeanour.
School failure was not viewed very differently in the three 
groups either - again surprising given the first generation group's 
general higher expectations of school. In fact both first and second 
generation immigrants said that they did not care more often than non 
immigrants and they also more frequently argued that they would feel 
unhappy at failure rather than suggest that they would try again.
Perhaps not so surprising, fewer first generation immigrants thought that 
they would find a job (3%) than second generation immigrants (12%) or 
non immigrants (17%)*
(b) School orientation in relation to social stigma
Social stigma was not an important variable in distinguishing 
the school orientations of different pupils. Pew significant differences 
showed up where compound social stigma or the welfare factor was used 
as the measure. The class factor did show up some patterns however. Children 
most disadvantaged on the class factor tended to fall slightly more in the 
middle categories of the school adjustment index than other children.
Fewer of them were in either the best or worst adjustment groups. The 
conditions in which learning occurred were viewed in a similar fashion 
by all groups. Working together was evaluated more negatively by children 
high on the class factor but they only differed slightly from others 
in their attitude to working alone.
There was almost no difference between children scoring low on 
the class factor and others in their perceptions of the best and worst 
things about the class, and almost no difference in their recognition 
of the difficulties involved in making friends. There was, however, 
some difference in their views about group success^and children 
disadvantaged in this way were over represented amongst children 
who thought that success in a group was determined by effort at school.
In this they indicated that they saw group success in work rather than 
inteiv-perr'onal terms (62% of children selecting school effort were
in the two lowest categories on the class factor).
Criticisms of teachers varied significantly in terms of scores 
on the class factor. Girls high on the class factor were most likely 
to view the teacher as overbearing and unfair and to comment on her 
shouting. The most disadvantaged children, those with the highest scores 
on the class factor, were least likely to see teachers1 problems in terms 
of a generation gap. These children did not, however, perceive 
teacher expectations any differently from other children.
Few of the other school variables were related to the class factor 
in a significant way. The extremely disadvantaged group on the class 
factor were most likely to say that they didn*t care about school 
failure or alternatively that they would feel unhappy if they failed.
They were least likely to see failure as an incentive to trying again 
or getting a job. The most disadvantaged thus perceived failure in more 
negative terms than other children.
(c)School orientation in relation to recorded moral stigma
There were some interesting relationships between the moral stigma 
measures and the variables showing the pupils* orientations to school. 
School adjustment was related to the child guidance factor but to none 
of the other measures of moral stigma. Slightly more of the children 
free from child guidance problems were to be found in the above 
average school adjustment categories than of children scoring high on 
this factor. Children free of this disadvantage made up the largest 
group with average school adjustment while below average adjusted children 
tended to be children scoring high on the factor.
Conditions conducive to learning differed in terra of compound moral 
stigma. The group with the greatest number of moral stigmas was least 
likely to value quiet when learning and least likely to specify mood as 
important. They saw school factors far more frequently than others did as 
important for good learning. This pattern was blurred, however, because 
the next most disadvantaged group both valued quiet more often than 
any other group and specified school factors less often than others. 
Conditions militating against learning or evaluations of group work or 
working alone, did not appear to be different for any of the groups 
described by the moral stigma measures.
In considering the best things about the class, children with 
two moral disadvantages were different from either children with 
fewer disadvantages or children with three disadvantages. They were 
less likely to choose peers and school factors as the best things about 
the class and considerably more likely to say that there was nothing good 
about the class. Children free of moral disadvantage were least likely to 
give this latter response.
In considering the behaviour factor, it was obvious that the 
disadvantaged Child least frequently chose peers or school factors 
as the best thing about the class and was far more likely to say that 
there was nothing good. This was also true of the group scoring high 
on the anti authority factor and to a much lesser degree the group 
disadvantaged with respect to the child guidance factor. Children 
scoring high on both the behavioural and anti authority measures of 
moral disadvantage chose school matters as the worst thing about 
the class more often than other children, and chose peers leasf* often.
Thus although the morally disadvantaged child did not choose peers as 
the best thing about the class, neither did she choose them as the 
worst thing about the class. This suggested that for the morally stigmatized 
child, inter personal relationships were not the focal point in school 
affairs in the way that they were for other children in the school.
Morally stigmatized children did not differ from other children in 
their perceptions of the difficulties involved in friendships, though they 
were slightly different from others in their choice of factors making 
for success in a group.
Children who were morally disadvantaged, on all four measures of 
moral disadvantage, were over- represented amongst children who saw 
the teachers expectations of them negatively. This was particularly true 
of the anti authority group. Strangely enough, children who were 
most disadvantaged on the compound stigma scale, were also over 
represented amongst children who saw teachers* evaluations positively. 
Disadvantaged children were least likely to be found in the group of 
children who saw teachers* expectations in a neutral light. Most 
disadvantaged children identified teachers* faults in much the same 
way that other children did. The exception to this was the child V/ho was 
strongly anti authority. She tended to see teachers as overbearing and
threatening rather than recognising the generation gap or teachers* 
inadequacy. Surprisingly, children with different degrees of inoral 
disadvantage did not differ in their choice of the area in which 
teachers expectations were seen to be important. This was 
surprising as one might have expected children who were anti 
authority or behaviourally problematic to be more aware of teachers * 
attitudes to their behaviour.
There was almost no difference between the moral disadvantage 
groups in childrens* responses to the stems related to trouble, anger 
or fighting. School failure was only perceived differently by children 
in the anti authority groups. Many more of the children highly 
disadvantaged in terms of this factor claimed that they did not care 
about failure. Fewer of them thought that they would feel unhappy 
or get a job. Considerably more of them argued that they would try 
again at school. Given the anti authority nature of this group, this 
response was apparently an expression of defiance.
(d) School orientation in relation to intellectual stigma
School adjustment did not differ very significantly for girls 
with different degrees of intellectual stigma. Nor did girls with 
different intellectual careers apparently see.the conditions effecting 
learning as being veiy different. Pupils with two intellectual 
disadvantages did see school matters as more important for learning 
than other children, but this response was not reinforced in their 
selection of factors hindering learning. Working together was 
evaluated far more negatively by children with the highest intellectual 
disadvantage and this was also reflected in their greater support 
than others for working alone.
Less able children saw the best things about their class as 
school factors, and were less likely than others to choose peers.
But they were not over represented in the group saying there was nothing 
good about the class. The worst things about the class seemed to have 
produced high consensus between all three groups (chi square 
significance = .8). Making friends was seen to be hindered mainly 
by incompatibility for the least able children, while self fault was 
most popular as an explanation by those free of disadvantage.
The pattern already appearing in this chapter of the least 
disadvantaged children criticising the teacher for not understanding 
them or for inadequacy was again present when intellectual stigma 
was considered. Other generalizations were more difficult to "interpret-* 
Children with slight intellectual stigma (as opposed to those with 
extreme) were most often represented amongst children criticising 
teachers as overbearing. The most disadvantaged group more often 
commented on the teachers strictness and unfairness than others 
and more often initiated general negative statements.
Teachers* expectations were seen in most favourable terms by the 
most disadvantaged children. Girls with slight stigma were least likely 
to see these expectations as positive and most likely to see them as 
negative. An explanation of this could have been that extreme 
intellectual stigma involved attendance at language and education 
centres which pre-supposed a child’s lack of familiarity 
with English culture. Perhaps these children were least perceptive 
of their teachers* expectations or perhaps teachers doing this 
special remedial work were most encouraging to their pupils. Children 
with the greatest stigma identified the teachers* expectations 
in general terms while other girls were more likely to see these 
expectations as applying to specific things. Girls with slight 
intellectual stigma tended to see teachers* expectations in terms 
of behaviour while non stigmatized girls were least likely to 
associate the teachers* expectations with work.
Trouble, anger and fighting were not viewed differently by 
girls with different intellectual case histories but school failure 
was. Most of the girls free of intellectual stigma argued that they 
would get a job if they failed at school. None of the children who 
were most stigmatized gave this response and few of the children in 
the slightly stigmatized group. Stigmatized girls-thought that they 
would feel unhappy about failure more often than others did but there 
was no difference between the groups in the percentage of children 
who felt that they didnt care.
(e) School orientation in relation to illhealth
None of the children with poor health were amongst the best 
adjusted children and few of them had above average adjustment.
Neither were they over represented amongst girls with below average 
school adjustment. Girls with records of poor health tended to be 
over represented amongst those with average school adjustment.
There was no difference in other aspects of their school 
orientation with the exception of views of school failure.
More of the unhealthy girls said that they didnt care about school 
failure than other children. Less of them thought that they would 
try again or get a job* Slightly more than was expected said that 
they would feel unhappy.
3. CONCLUSION
It has been argued that childrens1 school careers were effected 
by the discrediting potential of their school records* At Rushel 
the pupils* orientations to school did differ in relation various 
types of recorded discreditability, though not all types of 
discreditability were related to all types of school orientation.
High school adjustment, the pupil*s positive evaluation of 
learning activities central to the curriculum, appeared to be 
less a feature of the non stigmatized child’s orientations to school 
than of the disadvantaged pupil’s position. Amongst discredited 
girls there was little hostility to these learning activities.
Children with ethnic difference, low social class and illhealth 
tended to be recorded as having average to high adjustment to 
schoolwork more frequently than others. Amongst morally stigmatized 
children only those with child guidance problems were generally 
poorly adjusted to schoolwork. A concomitant of this trend was that 
children free of particular stigmas tended to be badly adjusted to 
schoolwork. This was the case for non immigrant children.
Girls discredited in all five areas outlined in the chapter except 
the health area, tended to undervalue peer group culture when compared 
to girls not discredited in these ways,though overall the world 
of peer group matters coloured the orientations of all Rushel school 
children. Immigrant girls tended to reject the *group* as a teaching 
and learning situation. Socially stigmatized girls tended to see 
group success in work rather than inter personal terms. Morally
stigmatized girls were the pupils who appeared to be least in tune 
with peer group relationships. For both morally stigmatized and 
intellectually stigmatized girls, the peer group was not the focal 
point of classroom life. They saw peers less frequently than did 
others as either the best or the worst thing about their classes.
Children with recorded stigmas tended to see teachers as 
dominating and unapproachable more often than did other pupils.
This was particularly true of girls of low social class, girls 
who were anti authority and girls with high intellectual stigma.
None of the discredited groups were oyer represented amongst children 
who rationalized the teachers* inability to communicate in terms 
of a generation gap. Different types of discreditability were also 
related to different patterns of response where perceptions of 
teachers* expectations were concerned. The socially disadvantaged, 
the immigrant and the unhealthy did not differ from their non 
stigmatized peers but the intellectually disadvantaged child 
thought that the teacher had particularly high expectations of her, 
and the morally disadvantaged child saw the teachers expectations 
in negative terms.
School failure was seen differently by stigmatized and non 
stigmatized children. None of the children from the stigmatized 
groups except those scoring high on the anti authority factor saw 
school failure in positive terms. Most of them responded in the two 
negative categories of miseiy or lack of concern. This suggested that 
despite their favourable adjustment to schoolwork, they were still 
very much tuned in to the reality of their disadvantaged situation.
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Table 1. Chi square significance levels for the association between 
the school orientation variables and ethnic and social stigma.
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i stigma
V
i
Compound
social
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factor
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factor
School adjustment
oo• NS NS NS .
I •
Learning conditions NS NS NS NS .
Bad learning conditions NS . NS NS NS
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Working alone NS NS NS NS
Working with others
I ... .....
oo. NS . NS NS
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i ...... . . . . - .
NS NS NS NS
Teachers* failings NS NS . o. ro .02
Teachers expectations (eval) NS NS . NS NS
Teachers expectations (area) NS NS NS NS
Causes of trouble NS . NS '• NS NS
Contexts of trouble NS NS NS NS
Causes of anger NS NS ! .02
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Table 2. Chi square significance levels for the association between
the moral stigma variables and the school orientation variables
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Authority
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>
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NS
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Working alone NS .NS. NS NS
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Difficulty in making friends NS NS NS NS
i 11 ■
Success in a group NS ; .04 NS NS ■
Teachers failings NS- NS NS .05
Teachers expectations (eval) .03 NS .01 ; .00
! Teachers expectation (area)
'
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: ' ' 
Cause of trouble NS • ; NS NS NS
Context of trouble NS ; . NS NS .05
Cause of anger NS j
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Failing at school NS NS
i
. NS .05
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Contexts of trouble j MS
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Causes of anger j NS NS ' |
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o
 
o
 « -
1. INTRODUCTION
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The main hypothesis examined in this chapter was that pupils* 
orientations to school would be congruent with teachers* expectations 
of their pupils* roles. Two dimensions of teachers* expectations 
were examined. The first of these was related to teachers’perceptions 
of pupils on the good pupil- bad pupil dichotomy. The characteristics that 
teachers associated with good pupil roles at Rushel have been shown to 
be those characteristics of hard work, good behaviour and sociability 
that generally constitute any definition of good school orientation.
Where teachers saw pupils playing bad pupil roles it was expected that 
these pupils would be more likely to have negative orientations to 
school and exhibit hostility, than where teachers identified girls 
as good pupils.
The second dimension along which teachers* expectation were 
measured was that of pupils seen by teachers as either inadequate 
pupils or pupils capable of fitting easily into school life. Pupils 
who teachers defined as inadequate pupils, were seen by teachers to 
show little enthusiasm for school life, but not as necessarily 
troublesome. As children with considerable social and moral disadvantage, 
and little intellectual ability, it was expected that these pupils 
would be negatively oriented to school, though not necessarily 
explicitly hostile to it. In fact the moral disadvantage element in 
teachers* identifications in this area was very much tied to the 
emotional disturbance aspect of moral disadvantage.
Finding a causal explanation for the strong congruence that 
was predicted would exist between teachers* expectations and pupils* 
orientations to school has not been attempted in this chapter* The 
fact that such congruence could be shown to exist might have demonstrated 
the results of a self fulfilling prophesy in which teachers * 
expectations produced the appropriate responses on the part of their 
pupils, or it might have demonstrated the accuracy of teachers 
perceptions of their pupils feelings about school.
2. THE FINDINGS
(a) School orientation and the good pupil factor
There were surprisingly few significant relationships between 
the good pupil factor and the school orientation variables. Table 1
lists these relationships in terms of chi-square significance levels. 
School adjustment differed only marginally between the groups that 
teachers identified as good, average or bad pupils. The group of 
children that teachers saw as bad pupils had a slightly smaller 
proportion of their group in the above average adjustment categories 
(41% of good pupils, 32% of average pupils and 25% of bad pupils). 
However this was offset by the good pupils having the highest 
proportion of any group in the two below average adjustment categories 
(32% of good pupils, 25% of average pupils and 28% of bad pupils).
The conditions under which learning took place and those 
hindering learning as well as evaluations of group work and working 
alone, were not significantly different for any of the three groups. 
School matters were most often chosen as the worst thing about their 
class by bad pupils who were also least likely to choose peers as the 
best things about the class. A higher proportion of these children 
than others said that there was nothing good about the class when 
asked what they thought was best (Table 2).
No differences were apparent in attitudes towards making friends 
or group success in the three groups. Neither, surprisingly did 
childrens* criticisms of teachers differ between the groups.
Childrens* perceptions of teachers expectations were more in line 
with teachers* identifications of good and bad pupils (Table 3)*
Those children defined by the teachers as bad pupils were most likely 
to view teachers* expectations negatively. They were also most likely 
to see these expectations occurring in the specific areas of work 
and behaviour rather than as general concerns.
Trouble for bad pupils was most often defined without a context 
(Table 4)* Good pupils saw trouble as occurring more often in school or 
at home than did the other pupils. Average pupils were likely to see 
their meetings with friends as the most likely context for trouble.
This was tied to ideas of trouble that were linked with noise in 
the classroom and too much talking and boisterousness. The causes 
of trouble were not seen differently by good, average or bad girls, 
nor was advice about keeping out of fights different from these three 
groups o
Anger was seen to have different causes by bad and good pupils 
(Table 5)* Bad pupils tended to specify behavioural affront or 
their own fault more often than others as causes of anger. Good pupils 
appeared to be more often worried about avoidance by others, things 
going wrong and their own mentality. Average pupils were over - 
represented amongst those specifying verbal affront and physical 
affront. School failure was seen in similar ways in all three groups*
(b) School orientation and the inadequate pupil factor
There were few significant relationships between the inadequate 
pupil factor and the pupil!s orientations to school. Table 1 lists 
the relationships, showing only one of them to be statistically 
significant at more than the ,05 level. Despite the fact that teachers 
identified inadequate pupils as different from other pupils, in terms 
of school orientation they were similar to their .more adequate 
classmates* One significant difference was that inadequate girls 
did not share other childrens views on the best things about the 
class. Assuming that choice of peers as the best things about the
class signalled involvement in the peer group world, inadequate girls
were markedly less involved in the peergroup than their classmate (Table 6).
Inadequate pupils were more likely than others to argue that school
factors were the best things about the class or that there was 
nothing good about the class. This particular finding was predictable 
in the sense that unsociability was apparently a factor that teachers 
took into account when identifying inadequate girls. This argument 
is further supported in the next chapter when inadequate girls are 
seen to be somewhat isolated from the main streams of pupil 
subculture.
Another of the arguments previously outlined concerning 
inadequate girls was that teachers did not find them behaviourally 
problematic. In fact, although the relationship was not statistically 
significant, inadequate girls did appear to have a marginally better 
relationship with teachers than other children. They perceived teachers* 
expectations more positively than other children (36% of adequate 
children and 48% of inadequate children thought that teachers evaluated 
them highly) and they also saw these expectations mainly in the work area.
It could be that for these inadequate children, the teachers compensatory 
activities wett indeed being rewarded.
3. CONCLUSION
The teachers* questionnaire provided data which enabled the 
separation of good and bad pupils and adequate and inadequate pupils. 
These distinctions were useful in interpreting childrens* different 
orientations to school.
On the whole, most children at Rushel had similar orientations 
to school. As has been argued in chapter 17*peer friendships and 
peer group relationships coloured the orientations of the majority 
of children. Bad pupils and inadequate pupils were less closely 
involved in peer group relationships than their classmates.In this 
sense their orientation to school was out of line with that of the 
majority of pupils. For these children school matters appeared to 
centre more squarely on the official business of school rather than 
on the peer group - and this response was noticeable both where the 
response was favourable or hostile to school.
School adjustment, the measure used to tap pupils attitudes to 
school learning situations, was not very different for most children. 
There seemed to be considerable consensus amongst children on topics 
like learning conditions or group work. Bad pupils were hostile to 
school, but the hostility was directed at school personnel and 
peers rather than at formal schoolwork.
Bad pupils*hostility to school was most clearly directed at 
teachers. They saw teachers as having extremely negative expectations 
of them both with respect to work and behaviour. Certainly in this 
respect the hypothesis outlined at the beginning of the chapter was 
substantiated - bad pupils* expectations of school were congruent with 
the expectations that teachers held of them.
Inadequate pupils did not appear to be hostile to teachers, in fact 
*
they perceived their expectations as slightly more favourable than 
did other children. This was an interesting finding as teachers 
themselves did not find inadequate children troublesome. In this sense 
teachers expectations were again in line with the responses of their 
pupils. Those children whom they defined as inadequate and incapable of 
being properly educated because of some gross deficiency were children 
who responded favourably to their influence. This proabably reflected the 
success with which the philosophy of compensation had permeated teachers^ 
work at Rushel.
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Table 1. Chi square significance levels for the associations between 
the school orientation variables and the good pupil factor and the 
inadequate pupil factor.
School orientation variables Good pupil 
Factor
Inadequate pupil 
Factor
School adjustment index NS NS
Learning conditions NS, NS
Bad learning conditions NS NS
Best things about the class .01 .02
Worst things about the class NS NS
Working alone NS NS
Working with others NS NS
Difficulty in making friends NS NS
Success in a group NS . NS
Teachers* failings NS NS
Teachers* expectations (eval) .00 NS
Teachers* expectations (area) NS NS
Causes of trouble NS NS
Contexts of trouble .05 NS
Causes of anger .01 NS
Getting into fights NS NS
Failure at school NS NS •
Table 2. The best things about the class for good pupils and bad 
pupils (Teacher factor)*
.. , ------------- -- — .— -------------■ — .... . ■ ■■■■■»
Good pupil factor
Best things about the class Good j Average Bad Total
Other pupils 49 | 72 26 147
School matters 8 14% j 18 18% 11 23% 57
Nothing good 2 3% 1 11 11%
*
10 21%
Total 59 100% |101 100% 47 100% 207
Missing = 144 Chi-square = 11*79 4 d.f. Sign* = *01
Table 3* Perceptions of teachers expectations for good pupil and bad 
pupils (Teacher factor).
Good pupil factor
Teachers expectations (eval) Good j Average Bad Total
High 38 64% | 42 21% 15 33% 95
Average 16 21% j 27 28% 12 26% 55
Low 5 %  | 29 30% 19 41% 53
Missing = 148 Chi-square = 17*7 4 d.f*. Significance = .001
Table 4« The contexts in which good pupils and bad pupils (Teacher 
factor) see themselves getting into trouble.
Contexts of trouble
Good pupil factor
Good Average Bad Total
No context 22 36% 47 47% 29 56%
t
98
At home 17 27% 1 2 12% 6 12% 35
At school 15 24% 23 23% 10 19% 48
With friends 8 15% 19 -19% 7 13% 34
Missing = 136 Chi-square =15*16 8 d,f. Significance = .05
Table 5» Good pupils and bad pupils (Teacher factor) perceptions of 
what makes them angry*
Good pupil factor
Causes of anger Good Average Bad Total j
Verbal affront ‘ 16 27% 34 33% 8 17% 58 I
Behavioural affront 16 27% 41 40% 27 56% 84 I
Physical affront 4 7% 03 
. 
03 1 2% 13 i• i
Avoidance by others 4 7% 1 1% 1 2 % ‘  i
Things go wrong 7 12% 4 4% 11 i
Own fault 11 18% 13 13% 11 23% 35 j
Other 2 3% 1 1% 3 1
3 _ ___ I
Missing = 141 Chi-square =28*4 14 d.f. Significance . = *01
r ----  ------
Table 6. The best things about the class for inadequate and adequate j
pupils (Teacher factor)*
. t
Inadequate pupil factor J
Best things about the class Adequate Average Inadequate Total
Other pupils '< 44 82% 82 76% 27 54% 153
School factors 5 9% 15 14% 14 28% 34
Nothing good 5 9% 11 10% 9 18% 25
Total j 54 100% 108 100% 50 100% 212
Missing = 139 Chi-square = 11.6 4 d.f. Significance = .02 j
Chapter 21
1. INTRODUCTION
One would expect* the pupils* orientations to school to reflect 
her position in the world of peer group culture* The sociometric data 
presented in part 5 suggested that two major peer groupings existed 
at Rushel — a pro school subculture, the members of which were 
identified by high scores on a popularity factor measure} and an 
anti school group whose members were identified by high scores on an 
alternative authority factor measure. The main proposition examined 
in this chapter was that girls identified by their peers as important 
members of the pro school subculture would have more positive 
orientations to school than girls identified as important members of 
the anti school alternative authority group; and that members 6f this 
latter group would in fact be markedly more hostile to School, teachers 
and other pupils.
2. THE FINDINGS
(a) The popularity factor and pupils* school orientations
Table 1 lists the significant relationships that existed between 
the popularity factor and the sohool orientation variables. Popularity 
was not significantly different for girls in the five school 
adjustment categories although 40% of the most popular group had 
above average adjustment but only 23% of the unpopular group 
(Chi square significance = .2). Conditions of learning, favoured or 
disliked, did not vary very much between girls with different degrees 
of popularity. Popular and unpopular girls did, however, have different 
views on working together in class (Table 2). Unpopular girls appeared 
to prefer working together more than the popular girls. 65% of 
unpopular girls positively preferred working together , but only 
55^of the average group and only 44% of the popular group made this 
response.
Popular girls saw peers as the worst things about their class far 
more frequently than other children did and they were least likely 
to blame school factors. They were slightly more likely than others 
to say that peers were also the best things about the class, but 
differences between groups were not pronounced. Difficulties in
making friends and the basis of success in a group were viewed 
similarly by all the girls in the popularity groups*
Popular girls were more likely than others to cite both the 
generation gap and the teachers* inadequacy as problematic* Girls with 
average popularity tended to be average in most of the response categories 
while unpopular girls were over represented in the groups choosing 
impatience, unfairness and over bearingness as the teachers most 
common faults. Popular girls were far more likely than other girls 
to view the teachers* expectations as favourable (Table 3)« Only 13% 
of them thought that teachers had low expectations of them compared 
to 32% of the group with average popularity and 52% of the unpopular 
group. These expectations were not, however, perceived as occurring in 
any particular area, though the popular girls specified work slightly 
less often than others.
Popular girls tended to see home as a context for trouble more 
often than others did while girls average on the popularity scale were 
most likely to specify school or being with friends (Table 4)• Girls 
weak on popularity were more likely than others to see fighting and 
bad behaviour as the main causes of trouble, while popular girls 
specified verbal affront, laziness, their own temperament and other 
peoples fault more often than others (Table 5)« Girls with average 
popularity tended to be average in their perceptions of trouble (Table 6). 
Hints for keeping out of fights did not differ between the groups.
There were differences between popular and non popular girls in
what they perceived as cause for anger. Unpopular girls were more concerned
than others about verbal affronts such as shouting or sarcasm.
Popular girls blamed things going wrong more than others. Girls with 
average popularity had the largest proportion of their group in 
the most popular response category ■— they thought that the most 
frequent cause of anger was some feort of behavioural affront like 
other people behaving badly and general misconduct (Table 7). School 
failure was surprisingly not seen very differently by the three groups 
although there were marginally more of the unpopular girls amongst 
pupils who said that they did not care about school failure.
(D) The school orientation variables and the alternative authority
Factor.
Table 1 lists the significant relationships between the school 
orientation Variables and the alternative authority factor. The 
alternative authority factor was significantly associated with 
few of the school orientation variables and was apparently most 
useful in distinguishing pupils orientations to teachers or to peers. 
School adjustment was not significantly different for children with 
high, aberage or low scores on alternative authority. There were 
no important differences in the three groups* perceptions of 
learning conditions. There were differences in the way that these groups 
evaluated working together. Girls high on alternative authority were 
most likely to evaluate group work negatively, but they were also 
most likely to evaluate it positively. Children high on the 
alternative authority factor were least likely to offer neutral 
evaluations of group work (Table 8).
Children high on alternative authority chose school matters most 
often as the worst thing about their class and peers least often; but 
they also mentioned peers less than other groups when considering 
the best things about the class. Whereas 85% of girls scoring low 
on this factor chose their peers as the best thing about the class, 
only 72% of the average category and 61% of problem girls made this 
response. Their attitudes to school were also more negative because 
they argued that there was nothing good about the class considerably 
more often than other children did (20% of the group high on alternative 
authority gave this response compared to only 9 % and 2% of the other 
two groups). Thus, in terms of this sentence stem, girls high on 
alternative authority were much more hostile to both other pupils 
and to school than were other children (Table 9)«
Girls high on alternative authority tended to criticise teachers 
for impatience, being overbearing and unfairness more than other girls 
did. They did not differ greatly, however , in their perceptions of 
the generation gap (Table--10'). 57% of the group high on alternative 
authority saw teachers* expectations as negative (compared with 
23% and 24% of the other two groups). Only 25% saw these expectations 
as positive (compared to 40% and 50% of the other groups) (Table 11 )• 
More of the group high on alternative authority also aaw teachers 
concern as being in the behaviour area.
3. CONCLUSION
The sociometric data enabled the identification of girls in 
relation to popularity and alternative authority. The proposition 
outlined at the beginning of the chapter was largely supported by the 
data on school orientation. Popular girls were generally better 
oriented to school than unpopular girls and girls high on alternative 
authority were generally more hostile to school than girls scoring 
low on this factor.
Popular girls had marginally better adjustment to schoolwork 
than unpopular girls. However their membership of a pro school 
subculture did not mean that schoolwork was liked to any great degree. 
This was interesting as the same pattern emerged for high stream 
girls and for girls free from recorded stigma. School adjustment, 
as measured by attitudes to schoolwork, was apparently as strong for 
1disadvantaged* as for non disadvantaged children.
Popular girls were very much part of the important network of 
peergroup relationships and saw.these as the central concern of 
school life. They also saw teachers as having positive expectations of 
them. In other respects they conformed closely to the overall pattern 
of responses found at Rushel. Popular girls thus exhibited* many of the 
norms that were important for positive school orientation, but they 
were also similar to non popular pupils in many important respects.
Girls high on alternative authority were not different in 
their adjustment to.schoolwork to other girls but their attitudes 
to school were generally more negative. This hostility was replicated 
in their perceptions of teachers expectations as negative and their 
views of teachers as domineering and overbearing. Their general 
dislike of the status quo was also demonstrated by their lack of 
concern about the peer group. Girls high on alternative authority 
thus stressed their unconcern for and difference to all aspects of 
school orientation that were valued by their classmates.
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Table I.Chi square significance levels for the 
associations between the school orientation variables and 
the popularity and alternative authority factor.
School orientation variables Popularity
Factor
Alternative
Authority
Factor
School adjustment index NS NS
Learning conditions NS NS
Bad learning conditions NS NS
Best things about the class NS .00
Worst things about the class NS NS
Working alone NS NS
Working with others .04 .05
Difficulty in making friends NS NS
Success in a group NS NS
Teachers failings NS NS
Teachers expectations (eval) .00
oo•
Teachers expectations (area) NS NS
Causes of trouble .02 NS
Contexts of trouble •01 NS
Causes of anger .02 NS
Getting into fights NS
oo.
Failure at school NS NS
Table 2. Popular and unpopula 
working together in class.
ir girls* (sociomteric factor) views of
Working together in class
Popularity t actor
Unpopular Average Popular Total
Well liked | 45 65% 79 55% 3 7 4 4% 161
Neutral j 14 20% 49 34% 33 39% 96
Disliked 10 15% 15 11% 15 18% 40
Total | 69 100^ 143 100% 85 100% 297
Missing = 54 chi-square = 9*8 4 d.f. Significance = .04
Table 3« Popular and unpopular girls1 perceptions of teachers 
expectations of them*
Teachers* evaluations
Pox>ularity f‘actor
Unpopular Average Popular Total
High evaluations 15 23% 59 44% 46 58% 120
Neutral evaluations 16 25% 32 24% 24 30% 72
Low evaluations 3 4 .52% 43 32% 1013% 87
Total 65 100% 134100?$ 80 100% 279
j Missing = 72 Chi-square = 29*0 4 d.f. Significance = .0000
Table 4* Popular and unpopular girls* views of the contexts in 
which trouble occurs.
Contexts of trouble
Popularity fac.tor
Unpopular Average Popular Total
No context 40 54% 57 38% 40 48% 137
Home 8 11% 18 12% 18 21% 44
School 11 15% 49 33% 16 19% 76
With others 15 209^ 26 17% 10 12% 51
Total 74 100% 150 100% 84 100% 308
Missing = 43 Chi-square = 19*4 8 d.f. Significance = .01
t
i
Table 5. Popular and unpopular girls* perceptions of the main 
causes of trouble.
Popularity factor
.
Causes of trouble Unpopular Average Popular Total
Fighting ' 9 12% 4 3% 3 4% 16
Verbal affront 11 15% 36 24% 26 31% 75 i i l
Lateness 5 r/o 10 7°% 4 5% 19 |
Bad behaviour j 22 30% 40 27% 13 16% 75
■ ■■ ■■ ~..  .. *
Laziness • 3 4% 12 8% 8 10%. 23
Own temperement 7 10?o
.
11 7% 13 16% 31
Other persons 3 4% 10 7% 7 8% 20
Other responses j 14 19% 27 18% 10 12% 51
Total 74 100% 150 100% 84 100% 308
Missing = 43 Chi-square =25. 7 14 d.f. Significance = .02
Table 6. Popular and unpopular girls* views of how to keep out of 
fights.
Popularity factor
To keep out of fights Unpopular Average Popular Total
Mind own business 19 28% 37 23% 21 27% 77
Keep good company 4 6% 24 15% 3 4% 31
Be friendly 9 13% ■ 21 13% 5 7% 35
Self control 28 41% 54 33% 32 42% 114
Dont annoy people 9 13% 21 13% 7 9% 37 -j
Other responses 5 3% 9 12% 14 j
Total 69 100% 162 100% 77 TO096 . 308 |
Missing = 43 Chi-square = 25.1 10 d.f. Significance = .005
Table 7* Popular and unpopular girls* perceptions of the causes of S 
anger. 1
Pupularity factor
Causes of anger I Unpopular Average [Popular Total I
■' f
Verbal affront j 18 27% 37 25% 18 21% 73 j
Behavioural affront | 24 35% 64 43% 33 39% 121 j
Physical affront . j 6 9% 9 6% 7 8% 22 i
_4
,i
Avoidance by others | 6 9% .3 2% 3 4% 12 ! >
i
Things go wrong j 1 2 % , 3 2/o 11 13% 15 Ii
Own fault J 12 18%
... 1
30'20% 11 13% 53 i
Other responses I 1 2% 2 1% 2 2% 5 . J
Total 68 100% 148 100% 85 100% 301 j
Missing = 50 Chi-square = 26.3 14 d.f. Significance = .02
Table 8. The attitudes of pupils with different degrees of alternative 
authority to working together.
--------- ;---------------  ;--      i--— --:---1----
j Alternative authority factor
Working together in class
j
Low Average High
1
Total
High evaluation j. 39 57% 75 48% 47 64% 161
Neutral evaluation j 24 35% 58 37^ o 1 4 1 9% 96
Low evaluation | 6 9% 22 14% 12 16% 40
Total j 69 10096 155 100% 73 100% 297
Missing = 54 Chi-square = 9*4 4 d.f. Significance = f 05
Table 9* The views of girls with different scores on the alternative 
authority factor of the best things about the class
Alternative authority factor
The best things about the class Jlow Average High Total
Other pupils 58 85% 112 ?2% 45 61% 213 j
.
School factors 9 13% 28 18% 15 19% 50 J
Nothing good 1 2% 15 10% 14 20% 50 I
Total 68 100% . 155 100% 70 '100%. 295
.
Chi-squ =15.1 4 d.f. Significance = O O • 
.
*
' — 1 " ■ "■ ..
Table 10. Girls with different scores on the alternative authority 
factors* criticisms of teachers.
Criticisms of teachers
•
Alternative authority factor
Low
I
Average j High Total
General criticism 4 6% 2 1% 4 5% 10
For impatience 8 11%
r , ,
22 14%
.
11 15% 41
For shouting 8 11% 12 8% 2 3% 22
For unfairness 1 1% 5 2”% 4 5% 8
As overbearing 15 21% 43 27% 26 34% 84
As too strict 2 5% 1 7 1 1% | 4 5% 23
For the generation gap 14 20% 32 20% | 16 21% 62
For inadequacy 18 26% 25 16% I 9 12°% 52
Other responses 3 2% j 3
Total 70 100% 159 10096 j 76 1005s 3°5
Missing = 46 Chi square = 25*21 16 d.f. Significance = .0(3
Table 11. Girls with different degrees of alternative authority’s 
perceptions of teachers* expectations.
Alternative authority factor
Teachers* expectations Low Average High Total
High evaluations 30 46% 73 50% 17 25% 120
Neutral evaluations 20 30% 40 27% 12 18% 72
Low evaluations 16 24% 33 23% 38 57% 87
Missing = 72 Chi-square = 27*3 4 d.f. Significance = .0000
PART SEVER
PUPILS* SELF IMAGES
PART SEVER
PUPILS* SELF IMAGES
Part seven of this study is concerned with an analysis of 
data on self images collected from the sentence completion questionnaire. 
It was expected that pupils* self images would he related to 
their organizational positions within school, their case histories, 
the expectations of their teachers and their positions in the 
peer group.
The unexpected finding emerging from the data presented in 
part seven was that children who were relatively less disadvantaged 
than their peers on a range of different measures were more likely 
to have negative self images than their more disadvantaged peers.
Girls who had records of deprivation in their school case histories, 
low stream pupils, pupils unpopular in the eyes of their peers tended 
to have better self images than other girls. Many of the girls who 
had positive self images were also apparently members of the 
alternative authority subculture. These girls appeared to gain esteem 
through their rejection of school values, and this esteem was 
instrumental in producing their favourable view of themselves.
Chapter 22
1. INTRODUCTION
Self concept or self image refers in this chapter to the pupil's 
view of herself. No distinction has been made between this and self 
perception or self evaluation. The self image reflects what the 
individual thinks she is. It might differ from other peoples* 
perceptions of her, of what she might actually be, or from what she 
would like to be, although these things are obviously associated.
The self image is what is known by self about self. It is linked 
to the ideal self because that is the direction in which the individual 
aspires; it is a social self because it is based on social data, that 
is, it draws its evidence from the perceived expectations of its 
relevant others.
Of most importance is the fact that the self image pervades our 
relational lives. How we act and what we do are related to the way that 
we see ourselves. Considerable research has shown that the self concept 
is associated with most other aspects of an individual*s social 
adjustments. Positive self concepts tend to reflect good mental 
health and happy relationships, negative self concepts tend to reflect 
poor personal adjustment. There are of course exceptions to this. It 
is unhealthy to find a self image that is too divorced from the 
individual*s actual characteristics. Self concepts should not only 
be positive, they must be realistic too. The dunce who sees herself 
as prime minister is doomed to disappointment, just as the girl 
who has a flair fot* art but depreciates her own artistic skills will 
achieve little in that direction.
Measurement of the self concept is a difficult task. People are 
notoriously unhelpful in indicating what they really think of 
themselves. V/e do not dangle our unprotected selves in front of a 
critical world without a solid protection - a front capable of 
resisting the rough passage of interpersonal relationships.
Children are more naive than adults in exposing themselves. They 
are less practiced in the art of presenting appropriate fronts. They 
are more likely to show what they rea]iy feel about themselves
particularly if they are approached in a sympathetic or slightly 
devious way.
The measure of self concept used in this chapter was based on 
material taken from the sentence completion instrument described in 
chapiter 1VA).Pupils were asked to complete three sentence stems relating 
to themselves. These stems were distributed amongst thirty other 
stems dealing with various aspects of school life. About 14% of the 
351 girls in school failed to complete this task. The three sentences 
were them coded into positive, neutral and negative responses. These 
responses were then compounded to produce the self concept measure.
2. THE RESEARCH
(a) The construction of the self concept index
The three sentence stems from which the self concept index 
was constructed all related to the way that pupils saw themselves although 
the focus of each was slightly different. The sentence stems were 
distributed through thirty three other items and did not appear close 
together on the instrument. The three stems implied that the pupil 
should say what she thought she was, what she saw when she looked 
at herself in the mirror and how she compared herself to other 
children. The responses to these stems were coded positive, where 
the child saw herself in a favourable light; neutral,, where the child * 
implied no judgement about herself or a judgement that had both 
negative and positive elements in it; and negative, where the child 
expressed an unfavourable judgement about herself (Table 1 gives the 
percentage responses to the three stems and also the incidence of 
missing data).
(b) Stem one “Many times I think I am.......*1
This stem was finished by the majority of pupils negatively (68%).
Many pupils identified their responses in terms of pathological mental 
states. They saw themselves as lonely, unwanted and missing out on 
things. Some of them were preoccupied with mental health or indicated 
a depressed state. They saw themselves as 1 going mad* or *fed up
with life*. Others indicated fears of failure or assessed themselves in
derogatory ways such as 1 stupid1 or *unintelligent*. They were also 
critical of their own behaviour or preoccupied with being*in trouble* 
and aware of their disruptive or uncooperative position in school 
A smaller number of them remarked on their unsatisfactory physical 
characteristics.
The 18% of pupils with neutral attitudes to the self tended to 
provide a balanced picture of themselves. They saw themselves as 
sometimes good and sometimes bad, or sometimes happy and sometimes 
unhappy. Other children coded as having a neutral attitude suggested 
fantastic situations or future orientations such as ’going to travel 
to the moon* or ’going to get married*.
Only 14% of responses were positive. Being fortunate came out as 
a strong response and often involved comparison with others. Other 
responses suggested satisfaction with school, an assessment of ones own 
qualities and behaviour as good, and views of the physical self as 
satisfactoay or even beautiful.
(c) Stem two "When I look at other boys and girls and then look at
myself I feel..... 11.
Less than half the responses to this stem were negative (47% )j  
although negative responses were still the largest group.
Dis-satisfaction with the self in comparison to feelings about other 
children was expressed mainly in terms of feelings of inadequacy. Pupils
felt themselves to be embarrassed and self conscious, inferior, funny and
small. Many felt that they were missing out, odd or left out of things. 
Some just felt unhappy.
Neutral responses (31%) included ambivalent responses where the 
pupil recognised both misfortune and good luck, and also responses 
which stressed factual similarities or differences from others.
22% of all children responded positively. Many of these felt happy 
and equal to other people. They expressed pride in their families, their 
appearance and their general situations. Some felt lucky to have 
friends and to be free of many of the world*s misfortunes.
(d) Stem three "When I look in the mirror I....11
The final stem had the smallest number of negative responses (41%) 
though negative responses were still higher than positive responses. 
Negative responses stressed physical characteristics with criticism 
of looks and confessions of ugliness. They also expressed the desire 
for change - to be older, prettier or better.
Neutral responses (43%) tended to be factual. Pupils making this 
sort of response associated looking in the mirror with performing an 
operation like combing the hair or examining the face* This sort of 
response also included variable judgements about the self such as 
*1 sometimes think I am pretty and I sometimes think I am ugly*. Some 
pupils finished the stem with sentences like *1 think* or *1 think 
about my friends*, others indicated that they fantasised or made 
wishes.
Positive responses (1796) to this stem tended to express feelings 
of gratitude for the pupil’s good fortune. This good fortune was 
usually described in general terms but some pupils associated it 
with intelligence, good looks and popularity.
(e) The self concept index
After coding the responses to the three sentence stems into 
positive, neutral and negative classes, positive answers were assigned 
the score of one, neutral answers were assigned the score of two 
and negative answers were assigned the score of three. The self concept 
index was constructed by adding these scores together and recoding scores 
1 to 5 as positive, scores 6 and 7 as neutral and scores 8 and 9 as 
negative. The result of this appears in Table 2. 80 girls (23%) 
had positive scores on the self concept index, while 114 girls (33%) 
had neutral scores and 124 girls (35%) had negative scores.
3. DISCUSSION :
Although the self concept index has been taken as an useful 
measure against which to locate Rushel school girls, it is important 
to recognise the several limitations that make both its reliability 
and its validity suspect. The category into which the majority of 
responses to the three sentence stems fell was the negative response 
category. Very few responses fell into the positive category (In two 
items for example 80% of the responses were not positive and on the 
other 78% were not positive). In this respect the individual items did 
not have a good discrimination index.
The computation of the self concept index balanced the three 
response categories to some extent.although the largest number of
responses still occurred in the negative category. One of the weaknesses 
of this index was that only three sentence stems were used in its computation, 
producing a rather small number for an adequate sampling Of this dimension* 
This was further exacerbated by the fact that the respondents had 
obvious difficulty answering the questions thus making the validity 
suspect.
The correlation between the three items used to construct the 
self concept measure was low. This produced an obvious movement to 
the mean which was compensated by the final coding. The correlation 
coefficients are reproduced in Table 3* One reason for the low correlation 
was that the three individual sentence stems tapped slightly different 
dimensions of the self concept. To some extent this was a useful 
outcome, because it made it easier to separate girls with overall 
negative orientations from girls with overall positive self images 
and girls who lacked consistency in their responses. The final test 
of the self concept measure is however made in the subsequent chapters 
where its power to discriminate between various categories of 
disadvantaged girls at Rushel is analysed.
Table 1, Positive, neutral and negative responses to the three self 
evaluation sentence stems*
Sentence stems Positive Neutral Negative Total
"Many times I think I am" 
Missing data = 49 (14%) 44 14% 53 18% 205 68% 302 100%
"When I look at other boys and 
girls and then look at myself" 
Missing data = 43 (12%)
67 22% 95 31% 146 47% 308 100%
"When I look in the mirror" 
Missing data a 59 (17%) 49 17% 124 43% 119 41% 292 100%
Table 2* The incidence of pupils falling in each category on the 
self concept index#
Category Absolute frequency Percentage Frequency
Positive 80 23%
Neutral 114 33%
Negative 124 35%
Missing data ■*= 33 318 100%
Table 3« Correlation coefficients (Kendali) showing the strength of the 
association between the three self concept stems*
Stem 1 Stem 2 Stem 3
Stem 1* "Many times I think I am" X .2 ! I • i
Stem 2. "When I look at other boys.." X X
*
1 *
Stem 3* "When I look in the mirror" X X x : 
*
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1. INTRODUCTION
The first part of this chapter deals with the relationship 
between girls*self concepts and the formal organizational groups 
to which they belonged at Rushel. It was expected that there would be 
little relationship between class and house membership and self concept. 
However, some relationship was expected to exist between year group 
membership and self concept and stream membership and self concept.
It seemed likely that, given the context of the disadvantaging 
environment, girls would become more aware of their disadvantages 
as they grew older, and therefore more likely to develop negative 
self concepts. Similarly it was expected that low stream girls, 
realistically assessing their situation, would also have more negative 
self concepts than other girls. In fact although the data was not 
highly significant statistically, there was a definite tret\d in the 
opposite direction from that expected with respect to stream. Lower 
stream girls had more positive self concepts than girls in higher 
streams. Older girls did not, however,have more positive or more 
negative views of themselves than younger children.
The second part of the chapter deals with the relationship 
between girls* self concepts and their institutional case histories.
The proposition examined was that girls highly stigmatized in the 
school record would regard themselves more.negatively than girls who 
were free from stigma. Again, the evidence did not lend support to 
this proposition and did in fact seem to suggest that disadvantaged 
girls had better self concepts than girls defined by the school 
record with fewer stigma.
2. THE FINDINGS
(a) Self concepts and formal group membership
The only statistically significant relationship between the 
organizational variables and self concept was that between stream 
and self concept. There were some differences between the individual 
classes but these tended to reflect slight trends present for house 
and year group differences. The first form green class had considerably 
more children with positive self images in it than other classes, while 
the third year red class had the greatest percentage of girls with
negative self images in it. As year groups, the first forms had the 
most favourable views of themselves, while the second forms saw 
themselves most negatively. The third year had more of its members 
with neutral self concepts than did the other three year groups.
In terms of house membership, the green house had more children with 
positive self concepts than the other house groups, the blue house had 
more children in the neutral category and the red house had the greatest 
percentage of children with neutral self concepts (47% compared to 
37% in the blue house and 33% in the green house).
Stream membership had the most significant relationship to 
self concept. A and B streamers did not differ greatly in the pattern 
of self concepts present in the two groups. C streamers, werej however 
very different. C stream girls were considerably over represented amongst 
children with positive self images and very much under represented amongst 
children with negative self images. G stream children tended to 
regard themselves in a much more favourable light than did either 
the B stream or the A stream children. It was interesting to find 
that there was little difference between the A stream and the B stream.
The marginal difference that did exist put 3% more B streamers in 
the group with positive self images but the percentage of children in 
the negative category was exactly the same for the A stream and the B 
stream (Table 2).
Ibl Self concepts and institutional case histories
Girls stigmatized in the school records were less likely to 
have negative self concepts than girls free from stigma. This 
is demonstrated by the negative correlations that existed between 
self concept and all the school record variables except the social 
class factor and illhealth (Table 3)* Although the statistical 
significance of these relationships was not strong, the two summary 
statistics used in table 3 are useful in indicating the direction 
of the various relationships. It is important to remember that 
Rushel school children were studied as a total population and therefore 
the trends apparent in the statistics are meaningful.
Multiple, disadvantaged children were considerably less likely 
to have negative self concepts than other children* Girls with four
or five of the possible five stigmas were more frequently found with 
positive self concepts and less frequently found with negative self concepts 
than others (For example 23% to 25% of these girls were found with 
negative self concepts compared to between 38% and 42% of children 
with fewer stigmas). Table 4 shows the relationships between multiple 
stigma and self concept.
Little relationship existed between self concept and the measure 
of compound social stigma, but the data for the social class factor and 
the welfare factor was interesting. Children with low social class 
were more likely to have negative self concepts than children with 
higher social class though children with welfare problems were more 
likely to have positive self concepts than children without welfare 
problems. Tables 5 and 6 outline the relationship between these two 
measures of social stigma and self concept.
Ethnicity was one of the most interesting of the school record 
variables in relation to self concept. The self concepts of the three 
different immigrant groups produced statistically significant differences 
in their patterning. Non immigrants were least likely to have positive 
self concepts and most likely to have negative self concepts. First 
generation immigrants had fewest negative self concepts and were most 
likely to have positive, self concepts. Second generation immigrants came 
mid way between non immigrants and first generation immigrants, 
suggesting that although they had internalized many of the attitudes of 
their non immigrant peers, they still had much in common with their more 
newly immigrant sisters (Table 7)»
There was very little difference in self concept between girls
who scored differently on the four moral stigma measures. Neither was
there any difference in self concept between healthy and unhealthy
children. Intellectual stigma was, however, related to self concept
(Table 8). Children with low verbal reasoning scores and children
for whom remedial help was supplied at Rushel, had more positive
self concepts than other children. They were less likely to be found
rv<L&
amongst children with posj-tdve self concepts. In fact, children with 
low verbal reasoning abilities, who were also receiving remedial h®lP 
were least represented in the group of children with the most negative 
self concepts.
3. CONCLUSION
The data analysed in this chapter suggested that the self image 
of the less disadvantaged child was more negative than that of her 
more disadvantaged peer.
One explanation of this trend is that subjective experiences of 
deprivation are more related to relative position in an hierarchy than 
to absolute disadvantage. In other words the less objectively 
disadvantaged people, in the context of disadvantage, are more aware 
of their relative disadvantage than the most deprived. This explanation 
was certainly supported by the findings from the Rushel school study.
The very poor have nothing material to lose. Abject poverty often 
goes hand in hand with bursts of conspicuous consumption. Tomorrow is 
of no concern. The less poor, struggling in a deprived area, with 
the marks of failure strikingly present around, and little hope of 
getting out, might well feel the frustration of their situation more 
deeply. At Rushel, pupils with the fewest welfare problems had the 
most negative self images.
Newly immigrant children, particularly those from the West 
Indies, have often experienced more deprivation than the urban 
poverty of the London slum. Besides, they come with the ardour of 
pilgrims to a promised land, expecting both brave new world and city 
paved with gold. The existence of an education system with legitimate 
mobility lines to success is a confirmation of these expectations. No 
wonder first generation immigrants at Rushel had more positive self 
concepts than their peers.. But socialization into the reality of the 
system, though slow, is remorseless and second generation immigrants at 
Rushel had markedly more negative self images than their newer cousins. 
Non immigrants were most denigrating of themselves; faced with a 
continuous influx of black faces into the school, the realities of the 
ghetto must have loomed ominously on their horizons. •
Backward children are often assumed to have both problematic 
social backgrounds and to come most frequently from immigrant homes.
At Rushel there was a strong positive correlation between low ability, 
poverty and ethnicity. These three variables also linked closely to 
low stream membership. Educational disadvantage is usually seen to
be the product of the interaction of low ability and low achievement, 
with causal factors such as ethnic difference or poverty. Both low 
stream children and children with verbal reasoning scores of six or seven 
or children receiving special help had better self concepts than their 
more able peers. Again the relative deprivation hypothesis makes sense 
of this pattern. Brighter children are obviously more aware of absent 
opportunities than less able children. They have higher expectations 
and a more realistic appraisal of their situation. A stream children,; 
particularly in a school as academically weak as Rushel must have been 
in an unenviable position.
There was a second explanation that also seemed appropriate in 
explaining the poor self images of children apparently better off 
in terms of the four criteria outlined above. At Rushel school, the 
most disadvantaged children received positive support from the school. 
Although not apriority school, the concept of positive discrimination 
was deeply embedded in the school philosophy. Poor children at Rushel 
had both free school dinners and uniform grants - official state 
support* Immigrants received special help in both social adjustment and 
language at the local education centres. Remedial work was one of 
the central pivots of the Rushel school curriculum, while teachers 
tended to emphasise their pastoral roles to the exclusion of any 
academic concern. At Rushel school, the socially disadvantaged, the 
immigrant and the backward pupils Were treated to special care. There 
is considerable evidence from social psychology that such care would 
have been instrumental in producing both greater solidarity and more 
positive self images. Further support for this explanation comes 
from the fact that children with low social class, morally stigmatized 
children and unhealthy children did not have markedly different 
self concepts than other children. It would appear that these groups 
did not fall into the category that were supported by the teachers* 
positive discriminations.
Table 1. The significance of 
concepts and their membership 
groups at Rushel.
the relationship between girls* self 
of different formal organizational
Formal divisions Chi-square d.f Significance Kendall C
Class 52.4 22 •06 X
Year 10.8 6 .09 X
House 6.3 4 .17 X
Stream 9.29 4 .05 -.1
Table 2. The self concepts of children in different streams.
Self concept
Stream membership
A stream B stream C stream Total
Positive 26 20% 24 23% 30 36% 80 25%
Neutral 47 37% 36 34% 31 37% 114 36%
Negative 55 43% 46 43% 23 27% 124 39% ;
Total 128 100% 106 100% 84 100% 318 100% j
Missing data = 33 ]
Table 3* The relationships between girls* self concepts and stigmas 
reported in the institutional cases histories.
Institutional case histories Chi-square d.f. Significance Kendall C
Multiple stigma 12.16 10 .27 -.1
Immigrant generation 16.2 4 .002 X
Compound social stigma 5.3 6 .50 -.02
Social class factor 10.4 6 .10 .03
Welfare factor 3.2 2 .19 -.1
Compound moral stigma 4.03 6 .67 -.04
Anti authority factor 1.86 2 .39 -.06
Behaviour factor .88 2 .64 -.06
Child guidance factor .99 2 .60 -.02
Intellectual stigma 5.8 4 .20 -.12
111 health .56 2 .75
to00.
Table 4* The self concepts of children with different degrees of stigma
Self concept Multiple stigma
None 1 2 3 4 5
Positive 3 14% 12 26% 25 22% 17 22% 18 39% 5 42%
Neutral 10 48% 14 30%' 41 35%. 28 36% 17 37% 4 33% .
Negative 8 ?8% 20 44% 50 43% 32 42% 11 24% 3 25%
Total 21 100% 46 100% 116 100% 77.-100% 46 100% 12 100%
Table 5* The self concepts of children with different scores on the 
social class factor.
Self concepts
Social class factor
1. High 2. 3. 4* Low
Positive 19 27% 14 17% 26 29% 21 29%
Neutral 30 43% 37 44% 25 28% 22 30%
Negative 21 30°% 33 39% 40 44% 30 41%
Total 70 100% 84 100% 91 100%; 73 100%
Table 6. The self concepts of children with 
different scores on the welfare' factor.
Self concepts
Welfare factor
Non disadvantaged Disadvantaged
Positive 35 21% 45 30%
Neutral 61 37% 33 35%
Negative 70 42% 54 36?$
Total 166 100?$ 1,52 100%
Table 7* The self concepts of girls from different immigrant 
generations*
Self concepts Non Immigrants First generation Second generation
Positive •40 21% 28 38% 12 24%
Neutral 64 33% 29 40% 21 41%
Negative 90 W 16 22% 18 35%
Total 194 100% 73 100% 51 100%
Table 8. The self concepts of girls with different degrees of 
intellectual stigma*
Self concepts Intellectual stigma
None one two
Positive 29 20% 23 29% 10 29%
Neutral 53 36°/o 27 34% 16 46%
Negative 65 44/° 29 37% 9 26%
Total 147 100% 79 100% 35 100%
Chapter 24
1. INTRODUCTION
Disadvantaged pupils are as much those despised by their peers as 
deprived by their parents or having little success academically at 
school. In chapter 13 the use of sociometric data and factor analysis 
enabled the identification of girls placed in different positions in 
relation to a popularity factor* Popular girls were identified by their 
peers in terms of pupil characteristics such as hard work, good behaviour 
and leadership. They were also often chosen as ideal, persons* Non 
popular girls were apparently the reverse of these. Using the same methods, 
a second set of girls was also identified in chapter 13* They were 
pupils seen to be the stars of what was apparently a deviant school 
subculture* These girls were seen to provide alternative authority 
to that of the teacher, to be uncooperative and unmotivated in schoolwork. 
They were not necessarily identified as unintelligent girls, but 
were seen by their peers in the rather ambivalent light of low
achievement but high ability. These girls were wf" often selected as 
ideal persons. In the first part of this chapter the self concepts of 
girls identified along these two continuums are examined. It was expected 
that both girls who were popular and girls who were important members of 
the deviant pupil subculture would have stronger self concepts than other 
children.
The second part of the chapter looks at girls* self concepts in 
relation to teachers* expectations of them. Teachers* expectations are 
defined in terms of the two factors extracted from the teachers1 
questionnaire and elaborated in chapter 10. The first of these factors 
identified girls along a good pupil- bad pupil continuum. Good pupils 
were pupils whose work, behaviour and sociability conformed to the 
teachers set standards and who were not particularly disadvantaged.
The second factor identified girls along an adequacy- inadequacy 
continuum, with inadequate girls being identified as low achievers 
with moral problems and multi dimensional disadvantage problems.
2. THE FINDINGS
(a) The self concepts of popular and.unpopular girls
Both popular and unpopular girls had more negative self concepts 
than girls with average scores on the popularity scale. Popular girls
were particularlyunder represented amongst girls with positive self 
images. Apparently popularity was not a safeguard against a poor self 
image. In fact the most popular girls were more likely to think disparagingly 
about themselves than other girls. Only 15% of the most popular girls had 
positive self concepts compared to 29% and 30% of the other two groups; 
while 45% of the most popular girls had negative self concepts 
compared to 35% and 41% of the other two groups (Table 1). In this respect 
the initial hypothesis was not supported* Popular girls certainly did 
not have better self images than other children, though unpopular girls 
were also more likely to share these negative self images than girls 
with average scores for popularity.
(b) The self images of girls with high and low scores on the alternative 
authority factor.
Fewer of the girls with strong alternative authority were found 
amongst those with negative self images than either girls in the 
average or weak categories. Girls weak on alternative authority were 
proportionately the largest group in the low self image category; in 
fact 50% of girls weak on alternative authority were to be found amongst 
those with negative self images. The reverse of this pattern was also 
congruent with this initial finding. Of girls with positive self images 
those providing alternative authority were most represented, with few 
differences between the percentage of girls from the other two groups 
(Table 2). Where alternative authority was strong, girls were likely to 
think highly of themselves, thus supporting the original proposition.
It was apparent from the data that the support of a deviant pupil 
group was more sustaining of the self image than popularity in more 
traditionally acceptable school terms.
(c) The self images of girls defined by teachers as good or bad pupils.
It was predictable given the findings reported in section (a) that 
good pupils would have more negative self images than bad pupils. Good 
pupils as defined in terras of the teacher factor were very similar in 
many respects to the popular pupils defined by the sociometric factor. 
Children identified by teachers as bad pupils (who were also more likely to 
have stronger alternative authority than others) were considerably 
over-represented amongst children with positive self images, in fact 
whereas 36% of bad pupils had positive self images only 19% of good 
pupils and 22% of average pupils had Similarly favourable views of
themselves. A similar pattern was present when negative self concepts 
were considered. Only 26% of bad pupils had negative self concepts 
while 42% and 44% of the other two groups respectively thought 
negatively about themselves (Table 3)*
(d) The self images of adequate and inadequate pupils
Although inadequate pupils were strongly over represented amongst 
children with negative self concepts, strongly adequate children were 
less self confident than pupils defined as average on the adequacy 
continuum. 48% of inadequate children had negative self concepts 
compared to 32% of the average category and 38% of the strongly 
adequate category. The reverse of this pattern was also apparent when 
positive self concepts were considered. Only 17% of inadequate children 
had positive self concepts - however 28% of the average category had 
favourable self images compared to only 23% of the strongly adequate 
group.
3 . CONCLUSIONS
The analysis in this chapter of all four types of relational 
data in terms of positive and negative self images produced a 
definite pattern.
Girls who conformed to the prescriptions of traditional school 
values, both when identified by their teachers or their peers, had 
quite definitely more negative views of themselves than other children. 
Good pupils (teacher defined) and popular pupils (peer defined) were 
over represented amongst children with negative self images.
Girls who were apparently antagonistic to the prescriptions of 
school life had quite definitely more positive self concepts than 
others. These girls were those defined by teachers as bad pupils and 
those seen by their peers to have strong alternative authority.
Girls who were insignificant in terms of school life, that is 
who were neither forcefully identified as pro school or anti school, 
tended also to have negative self concepts. These girls were those 
found in the unpopular category (pupil defined) or girls seen 
by teachers as inadequate.
Girls who were most often found in the average categories in each 
of the four relational areas tended to have average self concepts, except 
in the case of the adequacy factor and to a lesser extent the popularity 
factor where average children tended to have more positive self concepts.
Relational deprivation was thus not linked to low self concepts. 
Popular girls who were chosen as representative of the traditionally 
described *good pupil* had poorer self concepts than other girls. These 
were girls seen by their classmates to have all the attributes of a 
successful school career. Again the explanation of relative deprivation 
used in the last chapter seems useful. Popular girls, in the 
disadvantaging context, must have made more stark comparisons of 
themselves and others than their less popular peers. Added to this 
their popularity was establishment based - they were good pupils in a 
small society but their academic achievements were of little worth 
in the wider social context. A girl with a verbal reasoning ability 
of three from a low status school, with the probability of two CSE 
passes in non academic subjects, is hardly likely to find academic 
distinction even though she could boast A stream membership.
Of particular interest was the finding that girls who were 
prominent members of what was apparently an alternative authority 
group similar to Hargreaves (1972) delinquescent subculture had 
much higher self concepts than their peers. These girls achieved 
social esteeem in a context which was not denigrated by officialdom.
As their achievements were anti establishment, official criticism 
acted to bolster rather than diminish their self image.
The relational pattern that emerged from pupils* sociometric choices 
was confirmed by data gathered from the teachers questionnaire. Those 
children who teachers identified as having negative orientations to 
school, that is the bad pupils who did not work and who behaved badly, 
had far more positive self concepts than those children that teachers 
identified as having good school orientations. It seems probable that 
the distinctions that teachers made between girls with pro school 
orientations and girls with anti school orientations marked out the 
popular girls from the delinquescent girls* Again it seems likely 
that the school establishment provided a far less stable reference
group than that provided by the alternative authority subculture, 
suggesting that in the disadvantaging environment relative deprivation 
is greatest for those who most closely relate to the values of the 
wider social system.
Appendix one to chapter 24• List of tables.
Table 1. The self images of girls with different scores on the 
popularity factor.
Self concept
Popularity factor
Unpopular Average Popular Total
Positive 22 30% 45 29% 13 13% 80 25%
Neutral 22 30% 57 36% .35 40% 114 36%
Negative 30 41% 55 35% 39 45% 124 39%
Total 74 100% 157 100% 87 100% 318 100%
Missing data = 33 Kendalls Tau B = .1
Table 2. The self images of girls with different scores on the 
alternative authority factor.
Self concept
Alternative authority factor
Weak Neutral Strong Total
Positive 17 23% 38 23% 25 32% 80 25%
Neutral 20 27% 66 40% 28 35% 114 36%
Negative 37 50% 61 37% 26 33% 124 39%
Total 74 100% 165'100% 79 1005$ 318 100%
Missing data » 33 Kendalls Tau B = -.1
Table 3« The self images of girls with different scores on the good/bad 
pupil factor.
Self concept
Good pupil factor
Good Average Bad Total
•
Positive 12 19% 23 22% 19 ,36% 54 24%
Neutral 23 37% 39 37/o 20 38% 82 37%
Negative 28 44% 44 42% 14 26% 8639%
Total 63 100% 106 100% 53 100% 222 100%
Missing data =129 Kendall = -.2
Table 4* The self images of girls with different scores on the 
adequacy/inadequacy factor.
Self concept
Inadequacy factor
Inadequate! Average Adequate Total
Positive 10 17% 32 28% 12 23% 54 24%
Neutral 21 35% 47 41% 21 40% > 89 39%
Negative 29 48% 37 32% 20 38% 86 38%
Total 60 100% i 16 100% 53 100% 229 -100%;
Missing data =122 Kendalls Tau B = -.1
Chapter 25
1.INTRODUCTION
Chapter 25 is concerned with the school orientations of girls 
with different self concepts. Generally speaking one would expect children 
who devalued themselves to be negatively oriented to life generally and 
therefore to exhibit hostility to school. However, given the findings 
already discussed in the first three chapters of this section of the 
Rushel study, it would not have been surprising to find that children 
with negative self concepts exhibited favourable orientations to school.
In fact, in this chapter this has not been shown to be the case.
Girls with negative self concepts also had more negative orientations 
to school than other children, particularly when the school 
adjustment measure was used,and they viewed teachers more negatively 
too. However, they did not differ from other children in their 
perceptions of learning conditions nor in most of the other orientations 
to school that were analysed. They were certainly not social isolates 
in school and were apparently more involved in the peer group culture 
than other children.
2. THE FINDINGS
(a) School adjustment and self concept
Chapter 17 described the construction of a school adjustment 
index which was designed to measure pupils attitudes to school, 
schoolwork and various types of learning experiences. The school 
adjustment index was computed on a five point scale ranging from 
high scores which indicated a high valuation of schoolwork to low 
scores which indicated a negative view of schoolwork. A comparison 
of this school adjustment index with self concept is made in Table 1. 
There, it is. shown that girls who were badly adjusted to school tended 
to be girls who also had negative self concepts. 41% of girls with 
negative self concepts fell into the two below average adjustment 
categories, while 24% and 21% of the other two self concept groups 
had similar low school adjustment. Similarly only 23% of the girls 
with negative self concepts fell into the two above average adjustment 
categories, though 35% of the neutral group and 36% of the group 
with positive self concepts fell into this category. The correlation 
coefficient of .2 for these two variables indicates the strength of 
this relationship.
(b) Learning conditions and group work
There was little of significance in differences in perceptions 
of the conditions that favoured or disqualified learning between 
children with different self concepts. Neither were there any 
significant differences in their attitudes to group work or working 
alone.
(o) Attitudes to classmates
Children with negative self concepts were far more oriented to 
the peer group both in their choices of the best and the worst things 
about the class (Tables 2 and 3). They were also less likely to choose 
school matters in these respects than other children, and they were the 
group who least frequently responded with the answer that there was 
nothing good about the class.
In line with this peer orientation, children with negative self 
concepts placed greater stress than others on the importance of their 
own personality in group relationships, though they did not see 
friendship difficulties in any special light.
Children with average to good self concepts were not very different 
from each other in their attitudes to their classmates. The peer group 
was for them also the centre of classroom concern, though girls with 
positive self concepts were more likely than others to choose school 
factors as the best things about the class and also more likely than 
others to argue that everything was good. Girls with neutral self concepts 
were the group most likely to argue that there was nothing good about 
the class.
Girls with positive self concepts stressed conformity as a means to 
group success more than others, while girls with neutral self concepts 
were over-represented amongst children who saw group success as tied to 
both shared interest and to effort at school.
(d) Attitudes to teachers
Girls with positive self concepts tended tp see their teachers 
expectations in terms of work, while those with neutral self concepts saw 
them in the behaviour area, and those with negative self concepts saw 
these expectations in general terms. There was a rather weak correlation 
between self concept and girls views of teachers1 expectations as 
positive or negative (Kendalls Tau B = .1). Half of the girls with
positive self concepts saw teachers as evaluating them positively compared 
to 42% of the neutral group and 40% of girls with negative self 
concepts. This suggested that girls*appraisals of teachers* views of them 
were in line with their own views of themselves.
(e) Anger, trouble and fighting
Children with different self images were not very different in 
their perceptions of trouble, anger or the causes of fighting. Anger 
was seen by children with negative self concepts to be the result of other 
children avoiding them more than was the case for other children, while 
girls with positive self concepts were more likely to blame'themselves 
for their own temper. Girls in the neutral position were more worried by 
phsical affronts than others* Neither trouble nor fighting were viewed 
veiy differently in the three self concept groups, and views on what 
would happen in the event of school failure were almost identical in 
the three groups.
3. DISCUSSION
The association between school adjustment and self concept was 
clear and its interpretation did not contradict the pattern emerging 
so far in this section of the study. Positive self concepts 
apparently implied more favourable attitudes to schoolwork as measured 
by the school adjustment index. This supported evidence already 
quoted which has suggested that (a) most children stigmatized in 
the school record had favourable school adjustment and o>) that these 
children also had more positive self images. A similar congruence 
between self concept and school adjustment was found for children 
in different streams.
In the two areas of interpersonal relationships analysed, the . 
associations between self concept and school adjustment were much more 
complex. School adjustment was not related to the sociometric factors 
or to the teacher expectation factors in the ways that could have been 
predicted. Given the pro school orientation of popular girls and good 
pupils and the school antagonism of girls with high alternative 
authority and bad pupils, it was surprising that school adjustment did 
not differ significantly between the groups. In fact few statistically 
significant relationships were shown to exist between school adjustment 
and any of the relational factors (Chapter 20 and 21).
The pattern of self concepts amongst children scoring differently 
on these factors was also difficult to interpret, though generally 
speaking those girls who were defined as hostile to school (bad pupils 
and girls strong on alternative authority)were likely to have the most 
positive self concepts* Given that positive self concepts correlated 
quite strongly with good school adjustment, it was surprising that 
school adjustment did not differ markedly between these two groups*
A further elaboration of the data on self concepts, school 
adjustment and the sociometric and teachers*expectation factors 
produced some interesting relationships# Table 4 provides a summary 
of the relationship of self concept and school adjustment for girls 
in different groups with respect to the four relational factors#
The most significant of the associations have been marked with an 
asterisk.
The greatest congruence between self concept and school adjustment 
was found amongst popular girls. Where popular girls had positive self 
concepts, they were also likely to have good school adjustment. 80% 
of girls with below average school adjustment, for example had 
negative self concepts, while only 32% of girls with above average 
school adjustment had negative self concepts. There was quite a lot 
of congruence between these two variables for other groups also.
Girls with average popularity, girls average or low on alternative 
authority,and pupils average on the good pupil factor also demonstrated 
a fair degree of congruence between self concept and school adjustment. 
The groups of girls who did not show this congruence tended to be 
the pupils defined as hostile to school. For unpopular girls, girls 
high on alternative authority and bad pupils there was very little 
pattern in the relationship of self concept and school adjustment.
It was possible that this lack of consistency in the responses of 
these girls to the . sentence completion questionnaire may have 
been the result of a lack of seriousness on their part towards the 
instrument.
The final point of interest in this data was the position of 
gitls in relation to the adequacy factor* The responses of girls 
defined both as adequate and inadequate by teachers showed a high degree 
of congruence with respect to self concept and school adjustment.
However there was a complete lack of congruence between responses for 
girls in the average category.
APPENDIX ONE TO CHAPTER SEVEN, LIST OF TABLES.
Table 1. The school adjustment of children with positive and 
negative self concepts.
School adjustment index
Self concept 1. High 2. 5. 4. 5 .Low Total
Positive 6 8/o 22 28% 33 41% 15 19/o 4 5% 80 100%
Neutral 2 2% 58 55% 51 45% 19 17/o 4 4% 114 100%
Negative 7 6% 21 17% 46 51% 39 32% 11 3% 124 100%
Total 15 81 130 73 19 318
Missing'data= 33 Chi square significance = .008 Kendalls C = .2
Table 2. The best things about the class for girls with different 
self concepts.
Self concept The best things about the class
Peer group School matters Nothing good Total
Positive 46 65% 16 23% 9 13% 71 100%
Neutral 72 69% 19 18% 14 47% 105 100%
Negative 95 81% 15 12% 7 6% 117 100%
Total 213 50 30 293
Missing data = 58 Chi square = 8.028 4 d.f. Significance = .09
Table 3* The worst things about the class for girls with different 
self concepts
Self concept The worst things about the class
Peer group School matters All good Total
Positive 50 75% 13 19% 4 6% 67 100%
Neutral 78 74% 27 26% 1 1% 106 100%
Negative 99 82% 19 16% 3 3°/o 121 100%
Total 227 59 8 294
Missing data = 57 Chi square « 7*13 4 d.f. Significance = .1
Table 4* The relationship between self concepts and school adjustment 
for girls in different groups with respect to the four relational 
factors (Popularity, alternative authority, good pupil, inadequate pupil)
Relational factor groups Chi-square sign* Kendalls Tau.
Popularity factor
Unpopular girls .9 .07
Average popularity .17 .2*
Popular girls .03* .3*
Alternative authority factor 
Low alternative authority .16 .2*
Average alternative authority .002* .2*
High alternative authority .76 . .12
Good pupil factor 
Good pupil .1 •11
Average pupil .08* .2*
Bad pupil •9 -.02
Inadequate pupil factor
Adequate pupil .07* . .2*
Average pupil .64 .04
Inadequate pupil .01* .2*
PART EIGHT
PUPIL CAREER PATTERNS
PART EIGHT
PUPIL CAREER PATTERNS
In part two it was argued that pupil identities that emerged in 
specific contexts were often hidden from each other so that the 
discreditable in one context did not necessarily lead to the 
discredited in another. In the final part of this study the focus 
is On the pupils1 total careers within the total pattern of careers 
available.
In chapter 26 the method used to construct school career patterns 
is outlined. The career patterns were identified by using factor 
analysis on the variables relating to the individual areas of career 
outlined in previous sections. The chapter ends by reviewing individual 
pupil careers within this total career context.
The final chapter is polemical in that it proposes an explanation 
of why the career patterns of Rushel schoolgirls followed the course 
that they did. The answer, it suggests, relates to the form and structure 
of the educational communiques addressed by Rushel personnel to 
their * disadvantaged children*.
CHAPTER 26. SCHOOL CAREER PATTERNS; CONCLUSIONS AND POLEMIC.
1. INTRODUCTION
Educationalists assume that academic school matters are the 
central concern of children in school and shape their feelings about 
school in general. Self evident, perhaps.
'The instrumental order of the school, with its emphasis on the 
transmission of knowledge, the practice of skills and the development 
of intellectual abilities presents a common sense legitimation of 
school*s existence as well as a definition embedded in all official 
educational writings.
The concept of the hidden curriculum suggests that schools provoke, 
monitor and evaluate an acceptable value order. But, where this value 
order is not explicitly an aspect of school instruction and formally 
recognised as curriculum content, it stems from the basic premise of 
school existence - that school is a place where children are 
instructed in order to learn. The less explicit values transmitted in 
school are the much criticised middle class values of a literate and 
educated society - values stressing deferred gratification, individual 
responsibility, standards of excellence and the like.
Other things go on in school but these are seen in the educational 
literature as even more peripheral to the business of learning than 
values. Support services in welfare and guidance exist so that 
children may learn more easily. Account is made of the child's emotional 
or social circumstances only as it relates to school learning. 
Bureaucratic structures make possible the organization of learning, 
as does the manipulation of time, space, people and materials. One 
concomitant of this is the concept of discipline - in its external, 
people controlling sense.
The common sense view of interaction in school accepts as legitimate 
only those relationships.that constitute the learning process. This is 
most clearly seen by the. restrictions that public opinion places on the 
behaviour and general demeanour of practicing educators. It is also
epitomized by the norm of impartiality that lies at the heart of 
teachers* conceptions of their own professionalism. Teachers play 
school roles that are irrelevent without the reciprocal role of 
the learner.
Children in schools must be learners. Educational problems 
are defined where this does no.t hold true. Even the contingencies 
of children's shared, private worlds are seen to reflect or be 
caused by the child's relationship to learning. Peer group subcultures 
are defined in most research in terms of the child's psychic defence 
against the barrage of self defacing material that pursues any 
learner. Children are the prisoners of our schools - labels such 
as customer or client miss the implications of their essentially 
tied position. As such, children stand apart from the educational 
superstructures in much the same way as the alienated worker was 
divorced from the capitalist values of the industrial revolution.
It is frightening to think that learning, like the fruits of the 
proletarian's labour, is often in danger of appropriation as 
surplus value by the educational task master.
2. SCHOOL CAREERS
Learning becomes meaningful to children in terms of their 
school careers. Children's school careers are to a great extent 
controlled by forces over which they have no control. The Rushel 
school study illustrated a total career structure that grew 
out of many different facets of organizational life. The pupils' 
placement within the formal pattern of schooling, the reconstruction 
of her past in report form, the expectations of her teachers and 
her peers,all suggested different often conflicting views of who she 
was. .
School careers are the awareness contexts within which 
schooling becomes meaningful to individual pupils. Conceptually, 
the school career provides a focus for the wider structural 
features of sociological analysis such as the constraints of the
disadvantaging environment, the institutional mediation of these 
features to the level of interpersonal relations, and the unique 
though patterned responses of particular individuals.
Total career patterns at ltushel school were clearly
v
discernible in the ethos of institutional life that encompassed 
the participant observer. But the problem was to record the 
nuances of this ethos in such a way as to demonstrate the 
contextual constraints that they imposed on the actors who were 
responsible for continuously validating and reinforcing their 
objectivity. The method used to record and interpret these 
patterns had much in common with the structuralist method of 
the anthropologist. Certainly the patterns were defined in 
synchronic rather than diachronic terms. The structure or the 
pattern emerged from the relationships perceived to exist between 
the various factors outlined in preceding parts of this study. 
These ideal typical career patterns were therefore the result 
of a merger between the insights of the participating actors 
and the insights of the participant observer.
In this final stage of the research it was decided to 
limit the data used to construct the total career patterns to 
those measures that had produced the most interesting results 
in the earlier stages of the project. This limitation was 
in line with the notion outlined in part one of this study 
concerning theoretical sampling. Of the organizational 
variables only stream was selected. Prom the institutional 
case histories the measures of social welfare, social class, 
behaviour, emotional disturbance, health, intellectual stigma, 
and ethnicity were used. The two teacher factors and the two 
sociometric factors were taken and also the measures of self 
concept and school adjustment. These fourteen composite variables 
were used as input for factor analysis . The resulting factor 
loadings are outlined in table one. Six factors were 
extracted accounting for 31%t 23%t 14%* 12%, 9% and 6%
of the variance respectively. Each of these factors was assumed 
to represent an underlying career pattern - a set of ideal typical 
pupil careers available to Rushel schoolgirls in the context of 
the disadvantaging environment.
3. RUSHEL SCHOOL CAREER PATTERNS
The first career pattern revolved around what might be considered 
the essential issue of schooling - academic matters. The highest factor 
loading was for intellectual stigma (.8) and the second highest for 
stream (*7)* Ethnicity (.4) and behaviour (.2) also had significant 
loadings, while school adjustment (-.2) and self concept (-.1) bore 
a negative relationship to the other variables. Of the 73 most 
disadvantaged girls in this career pattern, 65 were in the C stream, all 
had at least one intellectual stigma recorded for them and 54 were 
immigrants. A significant number of the group (more than half) also 
had records of low social class, welfare troubles, and emotional and 
behavioural problems. The relational variables and health were less 
significant. The self concept correlated negatively with the factor, 
indicating a slightly more positive self concept for the disadvantaged 
(in fact only 14% of the most disadvantaged had negative self 
concepts compared to 20% of the most advantaged group), but this 
correlation was not strong. Disadvantaged children showed much better 
school adjustment than other children. Although only 19% of the most 
disadvantaged girls in this career pattern showed poor school 
adjustment, 55% of the most advantaged group were poorly adjusted. The 
disadvantaged girl in the context of career pattern one was the C stream 
girl with a verbal reasoning score of 6 or 7* probably receiving 
remedial help at the local language or education centres, certainly 
immigrant but more likely to be a first generation immigrant than a 
second generation immigrant. Although she was apparently better 
adjusted to school than her less disadvantaged peer, she was also 
noted for her bad behaviour.
The second career pattern centred on the emotional stability 
of the girl. The strongest factor loadings were for the child 
guidance factor (.6), behaviour (.4)* the teacher defined good 
pupil factor (.4), popularity (.3).'and school adjustment (.3?. There 
was also a significant negative relationship with ethnicity (-.3)*
All 67 of the most disadvantaged girls had records of child guidance 
problems and 53 of them also had records of poor behaviour.
Teachers were more likely to perceive these children as bad pupils 
while pupils themselves concurred with this judgement by putting few 
of these girls in the popular category. 56 of the 67 girls were non 
immigrants and over half of them came from the B stream. The most 
disadvantaged girls in this career pattern were more likely than 
othors to have reoords of ill health, to show poor school adjustment 
and to be seen by teachers as inadequate. Other variables were less 
important, there being almost no difference between the groups with 
regard to social or intellectual stigma or self concept. The 
disadvantaged girl in this context was marked by instability, ill 
health and poor behaviour. She was unpopular with her peers and 
marked out by the teacher as a bad pupil. It was highly significant that 
she was also a white B stream pupil poorly adjusted to school.
The third career pattern had its highest factor loading on the 
alternative authority measure (.8). Closely associated with this were 
the loadings for the teacher defined good pupil measure (.5)* 
behaviour (.3) and stream (.2). School adjustment (.2) also bore a 
slight relationship. 62 of the 70 girls in the most disadvantaged 
group in terras of career pattern three were seen by their peers as 
providing alternative authority to that of the teacher. Only 4 of these 
pupils fell into the teachers* good pupil category, while over half 
were dientified as bad pupils. 50 of the girls had records of bad 
behaviour. These girls tended'to come from the C stream and only 12 
of them were in the most popular peer group. Other variables were less 
important although there was a slight preponderance of second generation 
immigrants in the group, and there was some evidence that their self 
concepts were slightly more positive than those of other children.
The disadvantaged girl in this career pattern was seen by her peers as 
strongly antagonistic to school. She was badly behaved and identified 
by her teachers in the halo role of the bad pupil. She was also more 
likely to be a member of the C stream although she was not marked 
out as intellectually stigmatized.
The fourth career pattern mainly related to social background, 
the the strongest factor loadings being for the welfare measure (.6)
and social class (.6). All 78 of the most disadvantaged girls in this 
career pattern had records of social deprivation in terms of both the 
measures Of social stigma used. Disadvantaged girls were more likely 
than others to have records of emotional and behavioural problems, 
to have poorer health and to be in the C stream. Marginally more of the 
two immigrant groups were represented amongst the disadvantaged than of 
the non immigrant group. Other variables were less important in this 
respect and there was little difference in self Concept or school 
adjustment between the groups. The disadvantaged girl in this career 
pattern was the poor girl from the large family who had contact with 
the welfare agencies and came from an unstable home environment.
The fifth career pattern was concerned with popularity (.7)* 
the good pupil factor (.4)* ethnicity (.2) and the self concept (-.2). 
None of the 69 most disadvantaged girls were defined as popular by 
their peers, while girls in the two least disadvantaged groups did not 
include any girls seen as unpopular. Over half of the most 
disadvantaged group were defined by teachers as bad pupils (only 
3 good pupils appeared in the group). 52 of the 69 most disadvantaged 
girls had records of emotional disturbance. These girls tended to be 
low stream girls,weak on alternative authority, with slight social 
disadvantage. They included more second generation immigrants than* 
other ethnic groups. Surprisingly, their self concepts were more 
positive than their less disadvantaged peers. The disadvantaged girl 
in relation to this factor was the girl who was unpopular with both her 
peers and her teachers. She tended to be a black second generation 
immigrant girl, with a positive self concept. This career pattern 
apparently emphasised an antagonism to both school and subculture that 
was reflected in an unrealistically favourable view of the self. To 
some extent it suggested the existence of a ‘black is beautiful* 
syndrome.
The final career pattern emerging from the analysis centred on 
the teacher defined inadequate pupil measure (.5)* This was associated 
with the wel fare measure (.3)* stream (.2) and behaviour (.2). There 
was also a fairly strong negative association with both school 
adjustment (-.3) and self image (-.2). Most of the”70 girls
disadvantaged in this career pattern were seen by teachers as 
socially inadequate. This linked with their records of social 
disadvantage, in terms of both low social class and welfare problems.
The two immigrant groups were over represented amongst these 
disadvantaged girls, particularly the first generation group. There 
tended to be more girls from the lower streams (although 14 of them 
came from the A stream) and more girls with intellectual stigma (although 
20 had no stigma at all). Other factors were less important. However 
two things were of particular interest where this group was concerned.
The girls* self images were far more positive than those of their peers 
(only 12 of the 60 thought negatively about themselves) and their 
school adjustment was considerably more favourable. None of these 
disadvantaged children were amongst the 19 girls with the poorest school 
adjustment and only 6 were amongst the remaining 75 girls with below 
average school adjustment. This career pattern marked out the girl 
disadvantaged because of her inadequacy. Added to low intellectual 
ability and low achievement was low stream membership and poor social 
background. There was some evidence of troublesomeness in the 
school record but this was not a strong feature of the teachers* 
perceptions of her. Despite inadequacy, this pupil was apparently well 
adjusted to school and well adjusted personally. It seemed likely that 
this career pattern, like career pattern one, demonstrated the 
success of compensatory activities at Rushel school.
4# POLEMIC 
(a) Streaming
Stream membership was a significant feature of all the career 
patterns. Its predictably strongest correlation was with the career, 
pattern centred on intellectual matters. In this career pattern 65 
of the 75 most disadvantaged girls were in the C stream, with the 
remaining 8 in the B stream. None of the C streamers were amongst the 63 
most advantaged. Stream membership was also an important feature of 
career pattern six which separated the inadequate pupils from other pupils. 
Half of the 70 most inadequate girls were C stream members, while in the 
most advantaged category only 9 out of 68 girls were from the C stream.
B stream members tended to be more disadvantaged than A stream members 
but less disadvantaged than C streamers. Both career pattern one and 
career pattern six provided contexts in which the most disadvantaged 
were better adjusted to school than the least disadvantaged. The C stream
girls in both career patterns reflected this in their favourable 
attitudes to school and schoolwork.
The career patterns which gave riSe to the poorest school 
adjustment amongst the disadvantaged were career patterns two and three.
In both these career patterns the disadvantaged girl was both more 
negatively adjusted to schoolwork than her peer and also was seen 
as a bad pupil by the teacher. In fact these two career patterns 
reflected the bad pupil element more.strongly than the other four.
Stream was significantly associated with these two career patterns.
In career pattern two, which centred on emotional stability, over half 
the girls in the most unstable category came from'the'B stream. This 
was a particularly interesting finding as it supported other evidence 
in the study which pointed to the crisis in identity implicit in B stream 
roles. This crisis in identity was not only reflected in the responses 
of B stream pupils themselves to their school situation but was also 
apparent in the difficulties which teachers had in evaluating them.
In the other career pattern giving rise to poor school adjustment, 
career pattern three, there was a clear correlation between low stream 
and high alternative authority. The C streamer was numerically strongest 
amongst the most disadvantaged group, that is the group strong on 
alternative authority, though there were also a fairly high number of 
B streamers (30%) and A streamers (27%) in the disadvantaged group.
In career pattern five, popularity and definition as a good 
pupil were associated mainly with the A stream. C stream children 
predominated in the most disadvantaged group. This career pattern 
emphasised the traditional role of the C streamer as troublesome in 
class. School adjustment was not a ventral issue in this career 
pattern but the most disadvantaged group had considerably better 
self concepts than their more popular peers. In this respect these 
girls were similar to those providing alternative authority in career 
pattern three. Apparently the provision of leadership by these low 
stream gil-rs and the formalization of hostility to teachers in this 
leadership, ptrovided an alternative status system through which personal 
merit could be demonstrated. To some extent it is an unfortunate reflection 
on the nature of schooling, that pupils who have achieved the best personal 
adjustment should be pupils who have rejected the school*s definition of 
their identity.
Stream was unimportant to career pattern 4» This was strange as social 
disadvantage is usually associated with low stream membership in the 
educational literature. However, although the correlation between 
stream and this career pattern was weaker than where other career 
patterns were involved, it was still possible to identify over half of 
the most advantaged group as A stream members and nearly half of the 
most disadvantaged group as C stream members.
In some respects the evidence produced by the participation of girls 
from different streams in Rushel career patterns supported conventional 
ideas about stream membership and school involvement. C streamers 
appeared in their traditional roles as low achievers, disrupters of • 
classroom life and generally disadvantaged. Yet,despite their disadvantaged 
position in school, C stream children tended to be both better adjusted 
to school in terms of their evaluation of schoolwork than other girls, 
and better adjusted personally in terms of their evaluation of themselves.
The strength of their self concepts was linked to their position as 
leaders in a pupil contra culture which challenged the authority of the 
teacher. What also came out of the study, and is not widely known, was 
the emotional instability of the B streamer compared to both A and C 
stream pupils. This emotional instability appeared to be linked to 
uncertainties that were an integral part of the B stream role.
M .  Immigrant pupils
The increase in the percentage of immigrant pupils in Inner 
London schools has been cited as evidence of a crisis situation in education. 
The popular view is that of the illiterate Vest Indian, foul smelling 
though full of health and bounce, holding back the progress of 
indigenous children by both her inability to respond to teaching and 
her disruptive behaviour.
Peter Walker (1976), in an open letter to the Prime Minister on 
*Race and the Inner City1, pointed to immigrant poverty problems that 
were certainly confirmed by the data from the Rushel school study, but 
his remarks on aspects of immigrants1 family life, educational situation 
and morality, although a reflection of conventional wisdom, were 
certainly not supported by the research findings. Immigrant families 
at Rushel school were noted as larger and poorer than indigenous families 
- a finding in line with data on West Indian families in London reported 
in Volume two of thefReport on Educational Priority Areas Action Research
Project (Halsey, 197 » p85)« In career pattern four, immigrant children 
were over represented in the most disadvantaged group, that is the group 
that had the greatest social problems#
Walker,commenting on the quality of family life among immigrants, 
suggested that "It is not surprising.••••.with the fact that 74% of 
West Indian women of working age are out at work that the truancy rate 
is of massive proportions....” (p804)# Yet at Rushel school, attendance 
was recorded as excellent for immigrant children - a situation that 
was reported in both primary school and secondary school data - a 
situation that was significantly different for indigenous Rushel school 
children.
At Rushel, the incidence of absent parents was greater for 
immigrant children than for non immigrants. However, immigrant girls, 
unlike their indigenous peers, rarely were recorded as having inadequate 
parents - that is parents who failed to care for their children, were 
themselves mentally or physically sick, were continuously out of work 
or defined in official welfare reports as problem families# In a recent 
article written for the Community Relations Commission Journal, Raymond 
Giles, the Associate Director of Education and Child Study at Smith College, 
Massachusetts, himself a negro, warned that the exclusion of the 
black immigrant from social privilege has effected "the nature and 
stability of their families, their attitudes to authority, their 
levels of educational and cultural attainment...." (Giles, 197&)# It is 
surprising that Giles, who might be expected to be more in tune with 
the situation of black children in Britain, apparently failed to notice 
the potentially stabilizing nature of the extended family situation#
For the Rushel immigrant pupil, the larger extended family, based on 
its own peculiar principles of organization, apparently provided a 
more emotionally stable environment than was provided for her white 
peer. Immigrant children at Rushel had fewer emotional problems noted 
for them and had less contact with either the educational psychologist 
or the child guidance clinic than did other children. This was strongly 
reflected in the preponderance of white children found amongst the 
disadvantaged in career pattern two - the career pattern in which 
emotional disturbance was the central element.
Another aspect of Peter Walker* s letter concerned the potential 
mobilization of immigrant groups of homeless and unemployed teenagers 
"for political and criminal purposes..." (p804). The immigrant was 
thus projected as a potential folk devil ready to fulfil the popular 
demands brought about by moral panic (Cohen, 1972). Yet the Rushel 
school study found such predictions to be unlikely, Immigrant girls did 
appear to be more noisy and boisterous than their indigenous peers
i
but their overall moral indi scretions were fewer than those of white 
children. Their positions in the six career patterns to some extent 
reflected their relationship to moral misdemeanour. In career pattern 
two, where the disadvantaged child was defined by the teacher in the 
halo role of the bad pupil, the immigrant child was noticeably absent.
In career pattern one, where bad behaviour was noted as a minor aspect 
of the situation of intellectually deprived children, there were more 
immigrants than non immigrants, particularly first generation immigrants. 
In career pattern three, in which the disadvantaged child provided 
alternative authority to that of the teacher, the second generation 
immigrant was marginally over represented, but ethnicity was not a 
statistically strong component of this career pattern. Overall, 
assessing the evidence from the rest of the study, it appeared that 
immigrants were noted for bad behaviour rather than other types of 
moral indi scretion; that second generation immigrants were more 
troublesome than first generation immigrants; that, although immigrants 
were more often noted as having some moral indi scretion recorded for 
them, they were less likely than indigenous children to have several 
moral indiscretions*
At Rushel school, immigrant children were quite definitely 
intellectually more disadvantaged than other children* The West Indian 
child*s linguistic and cultural difference was recognised at Rushel and 
provision was made for her problems in the existence of the local 
education and language centres. Immigrant children were very much over 
represented in career pattern one which marked off intellectually 
disadvantaged, C stream children from other children. However, first 
generation immigrants were in evidence more than second generation 
immigrants in this career pattern, a finding that supported other 
evidence from the study which suggested that the greater exposure of 
second generation immigrants to English culture and education was 
responsible for an improved intellectual performance at school.
Of significance in relation to the academic performance of 
immigrants at Rushel school, was that the low achievers or those seen 
as socially inadequate, were better adjusted to school than non 
immigrants. This finding is not surprising as it has long been recognised 
in the conventional wisdom of education that black immigrant families 
tend to see education as a means to improved social circumstances, 
and therefore tend to positively motivate their children to value 
school and schoolwork as a means to success. Immigrant children at 
Rushel also had better self images than their non immigrant peers.
This finding was surprising as much of the evidence on the self 
concepts of immigrant children stress that they are damaged by the 
school system itself (Miner, 1975)• At Rushel school, immigrant girls, 
irrespective of whether they were well adjusted to school as in 
career pattern one,or were badly adjusted to school, as in career pattern 
three, had more positive self concepts than other children. First 
generation immigrants also tended to have the most positive self 
concepts. This suggested that greater contact with English education 
and culture was responsible for immigrant children becoming more like 
their non immigrant peers. This was the case for on the one hand an 
improved intellectual performance, but on the other a more negative 
evaluation of the self.
The position of immigrant girls in the world of peer group 
relationships differed slightly from that of the non immigrant.
It was noted in part five that non immigrant children were far more 
likely to select their own group as ideal persons. This was also the case 
for first generation immigrants. Second generation immigrants.tended, 
however to select non immigrants most often as ideal persons. In some 
respects the second generation immigrant was the most insecure girl 
in relation to the peer group.Career pattern five, in which popular 
girls who got on well with both teachers and peers were ranged against 
unpopular girls, was a career pattern in which nearly twice as 
many second generation immigrant girls as either of the other two groups, 
were amongst the 69 most unpopular girls. Not all second generation 
girls shared this, sort of position. In career pattern two, the 
emotionally stable, popular girl tended to be an immigrant and a 
second generation immigrant at that. In career pattern three, the leaders 
of the alternative authority subculture were slightly more likely to 
be second generation immigrants than other girls.
The evidence relating immigrant generation to pupil careers at 
Rushel produced several interesting findings. Immigrant children were 
poorer, intellectually weaker and more boisterous than non immigrants. 
But they also were much more stable emotionally and did not exhibit the 
range of deviant behaviours exhibited by their non immigrant peers. 
Immigrant children tended to place higher value on schooling and 
tended to be more self confident than indigenous children. On the 
whole they were less popular with the peer group, but more likely than 
non immigrants to provide alternative leadership to school.
There were important differences between the two immigrant groups.
In most respects second generation immigrants.-were more like their 
white classmates than first generation immigrants. Fist generation 
immigrants tended to stay together as a group and to identify \*ith 
each other more than second generation immigrants. Problems 
associated with academic achievement were greater for the first 
generation immigrant than the second generation immigrant, but 
first generation immigrants were most likely to value schooling and most 
likely to conform within the system.
(c) Teachers1 expectations
A considerable amount of evidence has accrued in recent years to 
support the notion that teachers* expectations of their pupils 
act as self fulfilling prophecies. The evidence from the Bushel 
study in no way invalidated this claim* Teachers* expectations 
of their pupils tended to be congruent with both the, information 
recorded in the girls * institutional case histories and with the 
girls* perceptions of each other. Teachers* expectations were 
also clearly related.to the way that pupils adjusted to school and 
to schoolwork.
Teachers* perceptions of good and bad pupils were integral aspects 
of career patterns two, three and five. Pupils who exhibited the 
greatest emotional disadvantage (career pattern two), pupils who 
were qiost greatly involved in the alternative subculture (career 
pattern three) and pupils who were most unpopular (career pattern five) 
were on the whole identified by teachers as bad pupils. Pupils 
disadvantaged in intellectual terms (career pattern one) and in 
social terms (career pattern four) were also more likely to be chosen
by teachers as bad pupils than pupils not disadvantaged in these 
ways but the correlation in the latter two instances was much less 
strong than for the former career patterns. Pupils differentiated in the 
last career pattern were not differentiated at all in terms of 
teachers* ascriptions of good and bad roles. These pupils tended to 
be perceived by teachers on an adequate/ inadequate dichotomy. In 
faot nearly all the girls with above average disadvantage in terms 
of this career pattern were seen by teachers as inadequate. The only 
other group that teachers identified as inadequate were the 
disadvantaged girls in career pattern one, those who were intellectually 
di sadvantaged.
The most interesting feature of the patterning of teachers* 
identifications in relation to the career patterns was that those 
career patterns in which teachers expectations of good and bad pupils 
played an important part were those careers in which the disadvantaged 
child was most negatively adjusted to school. On the other hand those 
career patterns in which the disadvantaged child was seen by the 
teacher as inadequate were the two careers in which the disadvantaged 
child*s adjustment to school was most favourable. Apparently there 
was a relationship between the teachers* perceptions of pupils as 
bad pupils and poor school adjustment,and a relationship between 
the teachers* perceptions of inadequacy and a good school adjustment.
(d) Self Concepts
Educational paternalism has coloured our conventional wisdom 
concerning life in the slums. Those proponents of this particular 
ideology who have pioneered the concept of compensation, have also 
created the portrait of the slum child. There is little doubt that 
individuals living in deprived environments perceive the world more 
negatively than people living in advantageous situations. It follows 
from this that the self concepts of people in deprived situations*, 
are probably more negative than the self concepts of those who are 
not deprived. At Rushel school the disadvantaging environment was all 
constraining. Every child shared both the institutional and the local 
context. In terms of the criteria used in official education reports 
since Newsom, both a:ea and school fell easily into a category of 
deprivation*
As a group, the self concepts of Rushel school children 
conformed to a pattern that might have been expected. The high 
incidence of negative self concepts reflected what is generally •known* 
about disadvantaged children. It could be said to have demonstrated 
the remarkable success with which the primary school had spcialized its 
pupils into realistic secondary modem school roles. Rushel school 
children had predominantly negative self concepts.
One of the most interesting findings to emerge from the Rushel school 
study concerned the relative positions that the pupils had when 
placed on a positive/ negative continuum in terms of self image. The 
usual patterns emerging from a comparison of disadvantaged and non 
disadvantaged groups was apparently reversed. Children defined as 
most disadvantaged seemed to have more favourable conceptions of 
themselves than children who appeared to be less disadvantaged. This 
finding, which appeared in part seven of the report, was further 
supported by an analysis of the pupils self concepts within each of 
the six career patterns.
In four of the six career patterns disadvantaged children 
clearly had better self concepts than children who were; less 
disadvantaged. Unpopular children had better self concepts than 
popular children,inadequate children had better self concepts than 
adequate children, intellectually weak childreh had better self 
concepts than intellectually strong children and children strong 
on alternative authority had better self concepts than children 
weak 6n alternative authority. In career patterns two and four 
this was not the case. Both socially disadvantaged children and 
children who were free of social disadvantage had better self 
concepts than the average group in this respect and children 
who were disadvantaged emotionally had very much more negative self 
concepts than children who were not emotionally disturbed.
Generally speaking, with the exception of emotionally 
disturbed children, given the context of the disadvantaging 
environment, the self image of the less obviously disadvantaged 
child was more negative than that of her obviously disadvantaged 
peer.
Table 1.
Varimax rotated factor matrix with Kaiser normalization*
Variables 
Ethnicity 
Welfare factor 
Social class factor 
Behaviour factor 
Child guidance factor 
Health,
Intellectual stigma 
Stream
Popularity factor 
Alternative authority 
Good pupil factor 
Inadequate pupil 
School adjustment 
Self concept
Factors
1 2 3
.37779 -.29189 .07509 
-.02039 .14181 .13924
.12097 -.04724 -.04713 
.19737 .42034 .31121 
.08223 .62544 -.06024 
-.10214 .31265 .04248
.81182 .02907 -.07040 
.72693 .15206 .18276 
.088?6 .27414 -.04636
.01831 -.13001 .79334
.11394 .40222 .48730
.09310 .08555 -.00836 
-.19811 .27293 .14823 
-.07844 .04230 -.09647
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.10239 .17062 -.00882 
.59580 .12715 .50786
.56577 .10525 -.10839 
.06836 .07957 -.15217 
.15952 .06068 .10558 
-.17426 .11565 .06121 
.05962 -.00233 .12514 
.06222 .16921 .17591 
.14111 .66844 -.14672 
.01045 .00930 -.03045 
.01410 .37665 .04868 
-.00505 .00976 .47502 
-.05594 -.00622 -.50448 
-.07169 -.27035 -.14795
Table 2. Girls in the most disadvantaged group for each of the 
career patterns in relation to their stream membership,*1
Career pattern Stream A Stream B Stream C Total Correlation^
One 0% 1% 68% 73 .67
Two W Wo 20% 67 .17
Three 14%
v
oCO 31% 70
<M.
Four 16% 21% 33% 78 .24
Five 11% 20% 32% 69 • ro VJl
Six Wo 20% 34% 70 .25
*1 Percentage from each stream
*2 Correlation (Kendall) between total career pattern and stream
Table 3. Girls in the most disadvantaged group for each of the 
career patterns in relation to their immigrant group,*1
Career Non First gen. Second gen. Total Chi-square sig;*2
Pattern immigrants immigrants immigrants
One 9% 48% 33% 73 .0000
Two 25% 8% 9% 67 .0000
Three 17% 23% 29°% 70 .19
Four 19% 28% 27% 78 .05
Five 175o 19% 31% 69 .007
Six 15% 29% 26% 70 .08
*1 Percentage from each immigrant group
*2 Chi-square significance for total career pattern and immigrant gen.
Table 4* Girls in the most disadvantaged group for each of the 
career patterns in relation to teachers identifications of good and 
bad pupils* (Percentage from each teacher defined group).
Career pattern Good pupil Average pupil Bad pupil Total Correlation^
One 16% 16% 33% 49 .14
Two 6% 24% 53% 65 .40
Three 6% 17% 6 % 61 .53
Pour 14% 24% 30% 53 .13
Five 5% 25% 55% 61 .54
Six 24% 25% ' 34% 66 .07
*1 Correlation (Kendall) between total career pattern and teacher 
factor.
Table 5• Girls in the most disadvantaged group for each of the 
career patterns in relation to teachers identifications of adequate' 
and inadequate pupils (Percentage from each teacher defined group).
Career pattern Adequate pupil Average pupil Inadequate pupil Tot. Corr*1
One 15% 17% 31% 50 .13
Two '32% 21% 28% . 63 -.001
Three : 25% 19% 36% ON _k 
■
1 » O
 
r0 ON
Four 28% 20% 21% 55 .05
Five 31% 16% 33% 60 .03
Six 5% 18% 74% 70 .59
*1 Correlation (Kendall) between total career pattern and teacher 
factor.
Table 6. Girls in the most disadvantaged group for each of the 
career patterns in relation to pupils self concepts (Percentage from 
each self concept group).
Career pattern Positive SC Average SC Negative SC Total Correlational
One 31% 24% 14% 69 -.087
Two 18% 19% 23% 64 -.002
Three 25% 20% W o 63 1 . O -P
*
Pour 26% 17% 22% 67 -.034
Pive 25% 17% 13% 53 -.18
Six 26% 24% 10% 60 -.126
*1 Correlation (Kendall) between total career pattern and self 
concept.
CHAPTER 27. EDUCATIONAL COMMUNIQUES AS PARTISAN MESSAGES: CONCLUDING
CHAPTER.
1. EDUCATIONAL COMMUNIQUES
Education has traditionally Been viewed as the communication of 
ideas by those with technical competence to a clientele not possessing . 
this competence. Communication relies on the intermediary of a symbolic 
message system which can be seen as being composed of various ‘moments*. 
Two distinguishable moments are those which act as parentheses to the 
message - these are the moments of encoding and decoding. Encoding 
translates meaning into the symbolic form in which the message is to be 
transmitted, while decoding translates the message back into meaning. 
Before encoding there is no message. The * news* that intervenes between 
the moments of encoding and decoding constitutes the message.
Encoding operates on a selective basis. Not everything is 
potential news. “What becomes news is a selection from a wide body 
of possible items. Selection itself is linked' to decisions that the 
encoder makes about the *needs* of the decoder. The link between 
encoding and decoding is tenuous. There is no guarantee that decoding 
produces the meaning that the encoder intended to convey. It is only 
when the message is highly routinized that encoding and decoding 
merge together. Yet what is routine for one set of decoders may not 
be routine for another.
The educational process can be analysed as a symbolic message system 
incorporating both encoding and decoding moments. Traditionally 
educationalists have concerned themselves with the decoding part of 
the process. Educational failure has been explained largely in terms 
of the inability of the clientele’ to make appropriate decodings. Pailure 
to respond to educational messages has been associated with deficiencies 
caused by either a child*s innate capacity to comprehend or his faulty 
upbringing. (Deutsch, 19^4) • Within new educational perspectives the 
focus of attention has been directed away from the decoding process 
and on to the encoding process. By highlighting the activities by 
which educational decision makers construct statistics and allocate 
labels, recent writers have stressed the importance of encoding 
activities (Cicourel and Kitsuse, 19&3)*
The appropriateness of educational news is crucial to the success 
of the communique. Yet, appropriateness is a difficult concept for 
it implies agreement between encoder and decoder and consensus amongst 
the takers. Tripartism as an educational philosophy saw different types 
of news as appropriate to different types of child. The comprehensive 
ideology, on the other hand, defines educational news in universal!stic 
terms. Streaming as a system implies that encoding should vary in 
relation to the child, while mixed ability teaching involves a single 
decode that is seen to be suitable for all decoders. Where the 
educational communique is not received, there is the problem of 
deciding whether the news was inappropriate or the code unbreakable.
The recent widespread development of comprehensive schooling and 
mixed ability teaching has been matched by more fundamental changes in 
curriculum, pedagogy and evaluation (Bernstein, 1975* pH6). Education 
has been moving from an elitist message to a communique for the masses. 
Educationalists have attempted to get educational news across to 
children who previously failed to receive it,, particularly to those 
groups labelled educationally deprived. However, these attempts 
highlight a new crisis situation. Educationalists have assumed that 
the latest educational messages are universalistic in their appeal — 
that they are appropriate for both the disadvantaged and the elite 
and for all pupils falling between the two. Increasingly there is the 
suspicion, though, that the new messages are as partisan as the old - 
that although they get through to the relatively ’deprived* group, 
they fall on stony ground v/here the relatively less disadvantaged 
are concerned*. This crisis has become public recently in the debate 
in the national .press about why so few boys get A level Prench 
when compared to the situation prior to widespread mixed ability teaching.
The findings of the Rushel school study suggested that the new 
educational communiques employed at Rushel had more appeal for the 
disadvantaged child than they had for her less disadvantaged peer.
It has been assumed that fundamental educational news involves the 
valuation of school and learning and the valuation also of the self.
V/here educational news has been received, pupils will be well 
adjusted to school and place value on the learning activities that are 
essential for education to proceed in school. Educational news is 
also seen to incorporate a positive evaluation of the self in the
learning situation. In this respect it is assumed that the pupil receiving 
the news will he well adjusted personally*
Rushel school, the context .for this research , reflected the 
prevailing educational ideologies of the early 1970ls#*«*. those in 
which the disadvantaged child was in the limelight and compensatory 
education was seen to he the answer to all social evils. Rushel 
school was an all girls secondary modem school in an TT.EA district.
Hixed ability groupings were about to be introduced at Rushel and 
the intellectual atmosphere of the whole institution, particularly the 
staffroom, was pervaded by the philosophy of positive discrimination. 
Rushel was designated a priority school in 1975* the year that the 
new EPA index for secondary schools came out. The headmistress of the 
school, a fairly recent appointment, was an ex-social worker whose 
career had been associated mainly with social education for the less 
able and remedial work. The curriculum of Rushel revolved around five 
main pivots - two of these were clearly associated with the Plowden 
Report*s emphasis on compensatory education ('Central Advisory Council 
for Education, 19&7)* Interviews with the staff at Rushel showed that 
they viewed their roles in pastoral rather than academic terms.
Apart from the internal emphasis on remedial work and social work, the 
school *s large immigrant population (35%) had special help within the 
school and also attended education and language centres outside the 
school. Thus, Rushel school, both in terms of its curriculum and its 
new attitudes to pedagogy, and the new evaluation methods presupposed 
by the introduction of the mode three CSE, could be seen as providing 
educational news most suited to the educationally deprived through 
a message system whose encoding principles had been specially devised for 
that group.
Corrigan and Firth (1975) have argued that the working class 
child’s resistance to school is evidence for their rejection of 
the middle class values of education. Amongst the educationally most 
deprived members of the school population at Rushel school this was 
apparently not the case. Educationally deprived children were better 
adjusted to school than their less disadvantaged peers. This 
ideological incorporation of disadvantaged children at Rushel 
school into the middle class value system appeared to be related to 
the new educational communiques and the new principles of encoding that 
had emerged there.
Career pattern one dichotomized the black, intellectually less 
able C stream girl from her white, intellectually less stigmatized 
A stream peer. The first of these ideal typical pupils showed better 
school adjustment and a marginally better self concept than the 
second. Career pattern six separated girls who were selected by 
teachers as socially and intellectually inadequate and who had 
problematic welfare records from their non inadequate, non socially 
stigmatized peers. Again, the disadvantaged girl in this pattern had 
better school adjustment and a much better self concept than her peers. 
Career pattern four marked out girls whose disadvantage was almost 
wholly social. Although these girls were not markedly better adjusted 
to school or more confident personally than, their peers, the factor 
loadings were negative rather than positive for these variables 
indicating that the trends outlined above were still present. Thus 
girls disadvantaged in conventional ways were less antagonistic to 
school and placed greater value on school activities such as learning, 
books, homework and schoolwork than their conventionally less 
disadvantaged peers.
Girls with poor school:* adjustment tended to be girls noted for 
poor behaviour and regarded by teachers as bad pupils. They often 
had records of emotional disturbance or were seen to provide 
alternative authority to that of the teacher. Although there was a slight 
tendency for them to come from the C stream, there was no evidence 
of intellectual or social disadvantage or social inadequacy. These 
girls were found in the main to belong to career pattern two and three. 
These career patterns shared in common the centrality of teachers1 
distinctions between good and bad pupils and the minimization of the 
importance of traditionally disadvantaging variables. In both career 
patterns two .and three there was a separation between girls with poor 
school adjustment and girls well tuned to school, girls defined as bad 
pupils and girls seen as good pupils, and girls with bad behaviour 
and girls with good behaviour. In career pattern two the poorly adjusted 
girl was also emotionally disturbed, suffering from bad health and was 
unpopular; but she was not socially or intellectually deprived or seen 
by teachers as inadequate. In career pattern three the badly adjusted 
girl was not seen to have emotional problems but she was seen by her 
peers to provide alternative authority to that of the teachers. In 
career pattern five, school adjustment was not significant. The
disadvantaged girl in this career pattern was unpopular with her peers 
and marked out by teachers as a bad pupil but she was not seen as sufferin 
from traditional forms of deprivation.
The success with which the deprived members of Rushel responded 
to the message of compensatory education was reflected in their 
acceptance of school and schoolwork as valuable. It seems likely that 
for these children both the message and the principles on which it was 
encoded were suitable. For their less disadvantaged peers the message 
was apparently less successfully received. Children not identified by 
teachers as inadequate, girls who were neither immigrant nor 
intellectually stigmatized nor C stream, particularly those identified 
by teachers as bad pupils, were less well adjusted to school than 
others.
At Rushel, educational communiques were consciously addressed to the 
disadvantaged child. It says much for the power of teachers* 
expectations that girls not seen to be in this category, and girls seen 
by teachers as bad pupils, were girls who failed to pick up the 
educational message.
2. THE POLITICS OF DISADVANTAGE
Relative disadvantage means deprivation measured in terms of 
subjective interpretations rather than in terns of objective yardsticks. 
Viewing the disadvantaging environment from outside, one is aware of 
a picture of total undeipjrivilige in which few distinctions are visible 
between the resident poor. Within this arena, however, as in all 
societies, there exists the finer lines of stratification that separate 
the men of bronze from the men of dross. Within a deprived context, such 
invidious demarcations colour the subjective experience of people 
and provide them with a social structure that can stand independently 
of the more general system of which it is part.
The environment of Rushel school has been described in terms of 
the objective criteria of disadvantage used by externally concerned 
social agencies. Using these criteria it has been possible to construct 
several different measures of disadvantage* Children within the 
overall context of disadvantage differed in how they related to these 
criteria. Some were markedly more disadvantaged than others.
Recently educational resources have been directed at those 
individuals for whom disadvantage is greatest. The philosophy of 
positive discrimination underlying priority education schemes gives 
credence to this argument'at the national level, while the explosion 
of remedial education projects and departments in individual schools 
confirms its application at the micro level. Such a policy is based on 
the assumption that educational output is increased if the most obvious 
sources of wastage are sealed off. These sources of wastage have been 
defined most recently in terms of social disadvantage and the remedies 
selected have been those of comprehensivization, compensatory and 
remedial education and the expansion of nursery school provision.
However, the validity of the basic assumption concerning the 
most obvious source of wastage has also been a subject of contention* 
The *more means worse1 arguments of the early 1960*s are an early 
example of such criticism. More recently the Black Papers and the 
Conservative reaction to comprehensive schools have urged us to look 
more closely at the outcome of equalization policies. The much 
discussed failure of compensatory education programmes both here and in 
the United States of America has also made these assumptions an issue 
for public debate.
The evidence from the Rushel school study lent support to the 
notion that positive discrimination is highly supportive of the most 
disadvantaged* The intellectually weak, the inadequate, the racially 
different, the C streamer and the socially deprived all tended to be 
better adjusted to school than children who were less obviously 
disadvantaged* Children who apparently did not get support from the 
teachers - those who were identified by teachers as bad pupils - 
showed greatest hostility to school. On the whole, the most 
disadvantaged had better self concepts than other children. Where this 
did not occur it was amongst a group of children who found their 
prestige by providing alternative authority to that of the teacher in 
the context of an anti school subcultural group.
The political implications of the apparent success of 
compensatory activities at Rushel are more complex than might appear* 
The gain noted for the most educationally deprived girls cannot
necessarily be used as evidence that there is improved efficiency in the 
system as a whole. In fact the opposite appears to be the case. Two 
factors are of paramount importance. First,the gain apparent for the 
most greatly disadvantaged children was offset by the loss experienced 
by their less disadvantaged peers. Secondly, those children who 
had positive conceptions of themselves but who were not disadvantaged 
in the traditional sense, were children who gained this self confidence 
from membership of a group that was defined in terms of its hostility 
to school.
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THE SELF CONCEPTS OF GIRLS IN THE 
CONTEXT OF A DISADVANTAGING 
ENVIRONMENT
by P. M . L o m a x  
Senior Lecturer in Sociology o f  Education, Kingston Polytechnic
A B S T R A C T
This paper sets out to examine the hypothesis that, given the context o f  a 
disadvantaging environment, the se lf  concepts o f  less disadvantaged girls 
would be more negative than those o f  their more disadvantaged peers. The 
hypothesis was tested by comparing the se lf  concepts o f  girls with different 
degrees o f  disadvantage using several different measures o f  disadvantage. 
The findings suggested that the school’s strong support o f  the most dis­
advantaged girls produced a cHawthorne’ effect in which these girls 
developed positive feelings towards themselves. The less disadvantaged 
girl did not respond in this way. Feeling greater relative deprivation and 
frustration, and receiving less support from  school, she was more likely to 
develop a negative se lf  image. Where the se lf  image o f  the less disadvan­
taged g irl was positive, there was strong evidence to suggest that this was 
linked to status achieved in an alternative prestige system that was anti 
establishment in nature.
I. I N T R O D U C T I O N
E
d u c a t i o n a l  paternalism has coloured our conventional 
wisdom concerning life in the slums. Those proponents of 
this particular ideology who have pioneered the concept of 
compensatory education have also created the portrait of the slum 
child. Trapped in their cycles of poverty these children are 
assumed to conceive of themselves in the same hopeless way as 
that suggested by the educationalists’ disparaging labels.
Individuals living in deprived environments perceive the world 
more negatively than people living in advantageous situations 
(Lewis, 1968). I t follows from this that the self concepts of people 
in deprived situations are probably more negative than the self
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concepts of those who are not deprived. Most research has 
approached this problem through a comparison of deprived and 
non deprived groups of individuals.
At Rushel school the disadvantaging environment was all con­
straining. As a group, Rushel school girls conformed to a pre­
dictable pattern. The high incidence of negative self concepts 
reflected the remarkable success with which the primary schools 
had socialised their pupils into realistic secondary modern school 
roles.
Within the disadvantaging world, however, things are made 
visible through an altered perspective. Of particular interest at 
Rushel was the relative positions that the girls had when placed 
on a positive/negative continuum in terms of self image. The 
usual patterns emerging from a comparison of disadvantaged and 
non disadvantaged groups were apparently reversed. Girls defined 
as most disadvantaged seemed to have more favourable con­
ceptions of themselves than girls who appeared to be less dis­
advantaged. This pattern suggested the hypothesis that, given the 
context of a disadvantaging environment, the self image of the 
less obviously disadvantaged girl is more negative than that of her 
more obviously disadvantaged peer.
2. T H E  R E S E A R C H
The research reported in this paper was based on data collected 
between 1973 and 1974 from a single ILEA secondary modern 
school. The school itself was set in an educational priority area. 
Rushel did not seek designation as a priority school because, 
although the school did conform to the required criteria, the head 
preferred not to risk the stigma of the EPA label.
Rushel was an all girls school with 351 girls aged between 11 
and 16. There were four year groups with three classes in each 
year. The girls were streamed on entry to school on the basis of 
the verbal reasoning test taken in the primary school.
Several specific measures incorporating several different con­
ceptions of disadvantage were used against which to test the 
hypothesis. An extensive study of the school records produced four 
dimensions along which disadvantage could be recorded, relating 
to social background, ethnicity, intellectual disadvantage and 
stream membership. The second source of data was a sociometric
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study which gave rise to two interesting measures of relational 
disadvantage. The first of these related to popularity and the 
second to alternative authority. The third of the data sources was 
a questionnaire that was filled in by class teachers concerning their 
ratings of girls on behaviour, sociability and work scales and their 
identification of particularly disadvantaged girls.
The measure of self concept used was based on material taken 
from a sentence completion instrument which was comprised of 
33 stems to do with various aspects of the girls school life. Three 
sentence stems were selected from this instrument to form the 
basis of the self concept index.
3. T H E  C O N T E X T  OF T H E  D I S A D V A N T A G I N G  E N V I R O N M E N T
The disadvantaging environment presents itself in this paper 
as both the theoretically constraining concept and the con­
straining context within which Rushel school girls played out 
their careers. As a theoretical concept, the objectivity of the dis­
advantaging environment, and its embeddedness in a wider 
structure of social relationships, made impossible an extreme 
ethnomethodological view. Positions located in the wider social 
structure provided constraints over which role incumbents had 
little control. The reality that the inmates of the disadvantaging 
environment could create was limited by the objective bonds of 
poverty, ignorance and squalor that debarred them from achieving 
the materialistic rewards of a capitalistic society. As a constraining 
context it forced them to look inward, into the local society, and 
it was in that direction that the social construction of reality 
became conceptually plausable as an explanation of social action.
The disadvantaging environment surrounding Rushal school 
was not very different from that found in many poor urban areas. 
The clearest account of such an environment comes from the 
Plowden Report (HMSO, 1967, p 57 to 59). In stressing the 
importance of positive discrimination, Plowden was forced to set 
down explicit criteria for defining disadvantage. These criteria 
fell into three groups. The first related to poor physical home 
environment particularly to poverty. The indices of poverty used 
were the proportion of semi-skilled and unskilled manual workers 
in the area; the incidence of families with four or more children 
in them; the number of families receiving income supplements;
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and the degree of overcrowding or house sharing. The second set 
of criteria were concerned with the emotional content of the home 
experience rather than its physical surroundings and emphasised 
such factors as poor school attendance, truancy and the proportion 
of disturbed, retarded and handicapped pupils in the school. The 
last group of criteria related to cultural difference. The number 
of non English speaking children in an area was considered import­
ant in assessing educational priority. Areas with large groups of 
immigrants in them were seen to conform in themselves to all the 
other criteria.
Rushel school conformed closely to these criteria. They empha­
sised the problematic nature of the girls home background and 
highlighted the importance of social determinents where ineduca­
bility was a problem. The disadvantaging environment presented 
the girl with the triumvirate excuses of poverty, parental inad­
equacy and cultural difference. These it related to the associated 
handicaps of maladjustment, mental retardation, illhealth and 
delinquency. This, then, was the objective reality of the dis­
advantaging environment.
4. S E V E N  M E A S U R E S  OF D I S A D V A N T A G E
Rushel girls came mainly from the homes of the unskilled 
manual working class. Over half the girls came from families with 
four or more children. Using free school dinners and uniform 
grants as an index of poverty, 35% of Rushel school girls were 
defined as poor. One third of the girls at Rushel had records of 
either emotionally inadequate homes, unstable parents or were 
living away from home. A further 7% had a record of contact 
with the welfare authorities. A measure of social disadvantage 
was derived from this data. Using factor analysis, an underlying 
factor was extracted and identified as relating most strongly to 
the welfare aspect of social background. This factor separated 
girls with few welfare problems from girls whose welfare was 
problematic.
Less than two thirds of the girls at Rushel school assemblies had 
white faces. Coloured Rushel girls were mainly from the West 
Indies, with a handful from Cyprus and other ethnic origins. At 
Rushel 21% of the girls were themselves immigrants, while a 
further 16% were born in Britain of immigrant parents. Immi­
grant generation was taken as the second measure of disadvantage.
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Rushel school had only three girls with recorded verbal reason­
ing scores higher than three. Many Rushel girls attended local 
language or education centres or had extra remedial help in the 
school which employed two full time remedial teachers. Girls with 
verbal reasoning scores of 6 or 7, or girls receiving remedial edu­
cation either within or outside school, have been taken as intel­
lectually disadvantaged. Intellectual disadvantage was the third 
measure of deprivation used.
Closely associated with intellectual disadvantage was the fourth 
measure of deprivation, low stream membership. G streamers 
made up slightly less than one third of Rushel school girls.
Disadvantaged girls are as much those despised by their peers 
or at odds with the school as those deprived by their parents or 
having little academic success at school. Two underlying factors, 
to do with popularity and alternative authority, were extracted 
from the sociometric data using factor analysis. Popular girls 
were described as hard working, well behaved and having leader­
ship qualities. They were often chosen as ideal persons. Non 
popular qualites were the reverse of these. Unpopular girls were 
the fifth deprived group selected because they were at a disadvan­
tage in the relational network of school life.
Girls strong on alternative authority were chosen as the sixth 
deprived group. They were seen by their peers as the stars of a 
deviant pupil subculture. These girls provided alternative 
authority to that of the teacher and were unco-operative and 
unmotivated in schoolwork. They were not necessarily identified 
as unintelligent girls, but were apparently seen in the rather 
ambivalent light of low achievement but high ability. These girls 
also were often selected as ideal persons. Their disadvantage was 
in terms of their strong rejection of school authority.
The seventh group representing disadvantage were selected 
from data provided by teachers on girls’ work, behaviour and 
sociability, and on their identification of girls with particular 
types of disadvantage. An underlying factor, identified in terms 
of good and bad pupil roles, was extracted from this data. Those 
girls who conformed to the bad pupil role model were disadvan­
taged because of the teachers’ low expectations of them.
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5. T H E  SELF C O N C E P T  I N D E X
The self concept index was constructed from girls’ com­
pletion of three sentence stems. The stems used were as follows: 
“Many times I think I am . . .” , “When I look at other boys and 
girls and then look at myself I  feel. . .” , and “When I  look in the 
mirror I . . .’’. These stems were completed by 86% of the 351 
girls. The responses were coded into positive, neutral and negative 
categories and then compounded. Scores falling in the top third 
percentile were labelled positive (24%), those in the middle third 
percentile were labelled neutral (37%) while those falling in the 
bottom third percentile were called negative (40%).
6. T H E  FINDINGS
Support for the initial hypothesis was found in the associations 
present between all of the disadvantage variables and self image.
(a) Social disadvantage
There was a negative correlation between the welfare factor 
and the self concept index (Kendall—. 1) suggesting that children 
at a social disadvantage were more likely to have positive self 
images and less likely to have negative self images than children 
not disadvantaged in this way.
(b) Ethnicity
The three immigrant groups differed significantly in the 
patterning of their self concepts (Chi-square significance level 
.002). Non immigrants were least likely to have positive self con­
cepts and most likely to have negative self concepts. Second 
generation immigrants came mid way between non immigrants 
and first generation immigrants, suggesting that although they 
had internalized many of the attitudes of their non immigrant 
peers, they still had much in common with their more newly 
immigrant sisters.
(c) Intellectual disadvantage
There was a negative correlation between intellectual dis­
advantage and self concept (Kendall —.1). Girls with low verbal 
reasoning scores or girls for whom remedial help was supplied at 
Rushel, had marginally more positive self concepts than other
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children. A much higher proportion (nearly 50%) of those with 
the most extreme disadvantage had neutral self concepts. Girls 
free of intellectual disadvantage were considerably over-repre­
sented amongst girls with negative self concepts.
(d) Stream membership
Self concept was significantly different in the three streams 
(chi-square significance level .05). A and B streamers presented 
similar patterns of self concept but G stream girls were con­
siderably over-represented among girls with positive self images 
and very much under-represented amongst girls with negative 
self images. C stream girls tended to regard themselves in a much 
more favourable light than did either the B stream or A stream 
girls.
(e) Popularity
Popularity was negatively correlated with self concept (Kendall 
—.1). Popular girls were under represented amongst girls with 
positive self images. More of the popular girls were likely to think 
disparagingly about themselves than other girls. But, both popular 
girls and unpopular girls had more negative self concepts than 
girls with average scores on the popularity scale. Apparently, 
unpopularity was reflected in a poor self image for many girls.
(f) Alternative authority
Fewer of the girls with strong alternative authority were found 
amongst those with negative self images than either girls in the 
average or weak categories. Girls weak on alternative authority 
were proportionately the largest group in the low self image 
category, in fact 50% of girls weak on alternative authority were 
to be found amongst those with negative self images. The reverse 
of this pattern also provided support for the initial hypothesis. 
O f girls with positive self images, those providing alternative 
authority were most represented, with no differences between the 
percentage of girls from the other two groups. (Kendall —.1).
(g) Good and bad pupil roles
, The teacher expectation factor correlated negatively with self 
concept (Kendall —.2). Girls identified by teachers as bad pupils 
were considerably under-represented amongst girls with negative
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self images and over-represented amongst girls with positive self 
images. There was little difference in the self images of girls who 
were seen to be average or good pupils.
7. S U M M A R Y
Why is the self image of the less disadvantaged girl more 
negative than that of her more disadvantaged peer?
One possible explanation is that subjective experiences of depri­
vation are more related to relative position than to absolute dis­
advantage. The less objectively disadvantaged people, in the 
context of disadvantage, are more aware of their relative dis­
advantage than the most deprived. Added to this, at Rushel the 
most disadvantaged girl received positive support from the school. 
Although not a priority school, the concept of positive discrimi­
nation was deeply embedded in the school philosophy. Poor girls 
at Rushel had both free school dinners and uniform grants— 
official state support. Immigrants received special help in both 
social adjustment and language at the local education centres. 
Remedial work was one of the central pivots of the Rushel school 
curriculum, while the teachers tended to emphasise their pastoral 
roles to the exclusion of any academic concern. At Rushel school, 
the socially deprived, the immigrant and the backward girls were 
treated to special care. There is considerable evidence from 
social psychology that such care would have been instrumental 
in producing both greater solidarity and more positive self images.
The very poor have nothing material to lose. The less poor 
struggling in a deprived area, with the marks of failure strikingly 
present around, and little hope of getting out, might well feel the 
frustration of their situation more acutely. At Rushel, girls with 
the fewest welfare problems had the most negative self images.
Newly immigrant children often come from materially worse 
environments than the urban poverty of the London slum. They 
come, though, with the ardour of pilgrims to a promised land, 
expecting both brave new world and city paved with gold. The 
existence of an education system with legitimate mobility lines to 
success was a confirmation of these expectations. No wonder first 
generation immigrants at Rushel had more positive self concepts 
than their peers. Socialisation into the reality of the system was 
probably responsible for the markedly more negative self images
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of second generation immigrants. Non immigrants were most 
denigrating of themselves: faced with a continuous influx of 
black faces into the school, the threat of the ghetto must have 
loomed ominously.
Both low stream children and intellectually weak children had 
better self concepts than their more able peers. The brighter 
children more aware of absent opportunities than less able 
children, probably had higher expectations and a more realistic 
appraisal of their situation than others. A stream children, in a 
school as academically weak as Rushel, were relatively more 
deprived intellectually than their less able age mates.
Relational deprivation was not linked to low self concept 
either. Popular girls, although seen to have all the attributes of a 
successful school career had poorer self concepts than others. Their 
establishment based popularity was seen to be of little use in the 
wider social context. Girls who were prominent members of what 
was apparently an alternative authority group similar to Har- 
greave’s delinquescent subculture (Hargreaves, 1967, chapter 6), 
had much higher self concepts than their peers. Unlike popular 
girls, these girls achieved social esteem in a context which was not 
denigrated by officialdom. As their achievements were anti­
establishment, official criticism acted to bolster rather than 
diminish their self images.
The relational pattern that emerged from girls’ sociometric 
choices was confirmed by the data gathered from the teacher 
completed questionnaires. Those girls whom teachers identified 
as bad pupils had far more positive self concepts than those girls 
that teachers’ identified as good pupils. I t seems probable that 
the distinction that teachers made between good pupils and bad 
pupils marked out the popular girls from the delinquescent girls. 
The school establishment provided a far less stable reference 
group than that of the alternative authority subculture, suggesting 
that in the disadvantaging environment relative deprivation is 
greatest for those who must closely relate to the values of the wider 
social system.
8. c o n c l u s i o n : t h e  p o l i t i c s  o f  d i s a d v a n t a g e
Relative disadvantage means deprivation measured in terms of 
subjective interpretations rather than in terms of objective yard­
sticks. Viewing the disadvantaging environment from outside, one
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is aware of a picture of total underprivilege in which few dis­
tinctions are visible between the resident poor. Within this arena, 
however, as in all societies, there exists the finer lines of stratifi­
cation that separate the men of bronze from the men of dross. 
Within a deprived context, such invidious demarcations colour 
the subjective experiences of people and provide them with a 
social structure that can stand independently of the more general 
system of which it is a part.
The environment of Rushel school has been described in terms 
of the objective criteria of disadvantage used by externally con­
cerned social agencies. Using these criteria it has been possible to 
construct several very different measures of disadvantage. Girls 
within the overall context of disadvantage differed in how they 
related to these criteria. Some were more markedly disadvantaged 
than others.
Recently, educational resources have been directed at those 
individuals for whom disadvantage is greatest. The philosophy of 
positive discrimination underlying priority education provides 
legitimation for this policy. Such a development is based on the 
assumption that educational output is increased if the most 
obvious sources of wastage are sealed off. These sources of wastage 
have been defined in terms of social disadvantage and the rem­
edies selected have been those of comprehensivisation, compen­
satory education and the expansion of nursery school provision.
However, the validity of the basic assumption concerning the 
most obvious source of wastage is a subject of contention. The 
‘more means worse’ arguments of the late 1950’s are an early 
example of criticism. More recently the Black papers and the 
conservative reaction to comprehensive schools have urged us to 
look more closely at the otucome of equalisation policies. The 
much discussed ‘failure’ of compensatory education programmes 
both there and in the States has also made these assumptions an 
issue for public debate.
In this paper a slightly different perspective is suggested. The 
evidence at Rushel confirms the view that positive discrimination 
is highly supportive of the most disadvantaged. However, the 
political implications of this are not obvious. It could be argued 
that this ‘gain’ does not lead to improved educational efficiency 
in the system as a whole. This is because the ‘gain’ apparent for 
the most greatly disadvantaged children is offset by the ‘loss’
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experienced by their less disadvantaged peers. Secondly, those 
children who ‘gain’ in terms of a more positive self-image, do so 
by developing a contra-value system.
Two questions need to be answered if politicians are to justify 
present policy. Gan we afford to support the most deprived mem­
bers of our society, if the cost is that of demoralising those who do 
not seek obvious support from the system? Gan we afford the cost 
of that ever increasing group of children who reject the dubious 
rewards of the establishment by seeking status in alternative 
prestige systems? Both these costs, it would seem, are far too high 
given the doubtful nature of present educational returns.
A P P E N D IX  I. L IS T  O F  TABLES  
T a b l e  i .  T h e  s e l f  c o n c e p t s  o f  s o c i a l l y  d i s a d v a n t a g e d  c h i l d r e n
Social disadvantage (welfare factor)
Self concept Non disadvantaged Disadvantaged Total
35 21%  45 30%  80 25%
61 37% 53 35% ” 4 36%
7 0 4 2% 54 36% 1 2 4 39%
166 100%  152 100%  318 100%
M issing d a ta = 3 3  K endals T a u = — .1
T a b l e  2 .  T h e  s e l f  c o n c e p t s  o f  c h i l d r e n  i n  d i f f e r e n t  i m m i g r a n t  g r o u p s
Self Non Immigrant generation
Concept immigrant Total
First Second
Positive 40 21%  28 38%  12 24%  80 25%
N eutral 64 33%  29 40%  21 41%  114 36%
N egative 90 46%  16 22%  18 35%  124 39%
T otal 194 100% 73 100%  51 100%  318 100%
M issing d a ta = 3 3  ch i-squ are=  16.21 4  d.f. S ig n .= .o o 2
T a b l e  3 .  T h e  s e l f  c o n c e p t s  o f  i n t e l l e c t u a l l y  d i s a d v a n t a g e d  c h i l d r e n
Intellectual disadvantage 
S elf concept None Some Extreme Total
29 20%  23 29%  10 29%  62 24%
53 36%  27 34%  16 46%  96 37%
65 44%  29 37%  9 26%  103 40%
*45 IOO% 79 xoo%  35 100%  261 100%
M issing d a ta = 9 0  K endals T a u =  — .12
Positive
N eutral
N egative
T otal
Positive
Neutral
N egative
T otal
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T a b l e  4 .  T h e  s e l f  c o n c e p t s  o f  c h i l d r e n  i n  d i f f e r e n t  s t r e a m s  
Self concept A  stream B  stream C stream Total
Positive 26 20%  24 23%
Neutral 47 37%  36 34%
N egative 55 43%  46 43%
T otal 128 100% 106 100%
30 36%  80 24%
31 37%  114 36%
23 27%  124 39%
84 100%  318 100%
M issing d a ta = 3 3  Chi-square= 9 .2 9  4 d.f. Sign. =  .05
T a b l e  5. T h e  s e l f  c o n c e p t s  o f  u n p o p u l a r  a n d  p o p u l a r  c h i l d r e n  
Self concept Popular Average Unpopular Total
Positive 13 15% 45 29% 22 30% 80 2 5%
Neutral 35 40% 57 36% 22 30% 114 36%
Negative 39 45% 55 35% 30 4i% 124 39%
Total 87 100% 157 100% 74 100% 3!8 100%
M issing d a ta = 3 3  K endals T a u =  — . 1
T a b l e  6 .  T h e  s e l f  c o n c e p t s  o f  c h i l d r e n  w i t h  d i f f e r e n t  d e g r e e s  
o f  a l t e r n a t i v e  a u t h o r i t y
Self concept Weak
Alternative authority 
Neutral Strong Total
Postive 17 23%  38 23%
Neutral 20 27%  66 40%
N egative 37 50%  61 37%
T otal 74 100% 165 100%
25 32%  80 25%
28 35%  114 36%
26 33%  124 39%
79 !Oo% 318 100%
M issing d a ta = 3  3 K endalls T a u = — . 1
T a b l e  7 . T h e  s e l f  c o n c e p t s  o f  c h i l d r e n  i d e n t i f i e d  b y  t e a c h e r s
A S  P O O R  P U P I L S  O R  B A D  P U P I L S
Self concept Good pupil Average pupil Bad pupil Total
Positive 12 19% 23 22% 19 3 6 % 54 24%
Neutral 23 3 7 % 39 37 % 20 3 8 % 82 3 7 %
N egative 28 4 4 % 44 4 2 % 14 26% 86 3 9 %
T otal 63 100% 106 100% 53 100% 222 100%
M issing d ata— 129 K endalls T au  = — .2
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